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Abstract
An educational workforce which is representative of the student population it seeks to serve is
critical to creating equitable learning opportunities in the increasingly diverse United States.
Both students of color and White students must see themselves represented by their educators,
and research suggests all students benefit from having teachers of color. Furthermore, it is
important for students to see educators of color leading in positions of power. Unfortunately, the
current proportion of administrators of color in the field of education in Minnesota, like many
states, does not come close to the proportion of students of color in the state’s public schools
(36% students of color, 6.7% administrators of color, Minnesota Department of Education,
2021). There is therefore an urgent need to increase of administrators of color. While many
studies propose increasing teachers of color as a key solution to addressing the opportunity
deficit, this dissertation, instead, focused on hiring more administrators of color. By drawing
from the narratives of 10 educators of color pursuing administrative licenses, this research
identifies supports to counter the barriers which contribute to the problem of inequitable
representation in school administration. Participants in this study, all of whom were enrolled in
an online Ed.S. program, spoke specifically about the importance of positively representing their
students as an important factor for their pursuance of an administration license. They further
discussed the support of family, mentors, colleagues, and current administrators as being critical
for their progress. They highlighted their needed support of their site-level administrators for
providing opportunities for conversations about race that go beyond the surface level. Finally,
they discussed differences in communication style and understanding among White colleagues
and administrators as being a barrier and source of continued microaggressions. Based on these
participant narratives, recommendations such as leaning into the experiential knowledge
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educators of color bring, creating a supportive environment that fosters authenticity, and giving
teachers of color a chance to share leadership, among others, are all put forward for
consideration. Additionally, specific recommendations for White administrators, critical allies as
the overwhelming majority of administrators are still White, are offered including supporting
educators in their authenticity and leaning into their experience. Finally, recommendations for
future research to understand how educators of different races and locations are impacted by
challenging racial conditions are discussed.

Keywords: Educators of Color, Administrators of Color, Race, Social Justice, Experiential
Knowledge
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Chapter 1: Introduction
Looking Through the Window …
As a teacher of color in St. Paul, Minnesota in 2020, the death of a fellow AfricanAmerican shook me and the country to its core. George Floyd was murdered by Derek Chauvin,
a White Minneapolis, Minnesota police officer. He kept his forced knee on Floyd's neck for 8
minutes and 46 seconds; 2 minutes and 53 seconds of which occurred after Floyd became
unresponsive. Floyd was handcuffed and lying on the road throughout that time. Officers
Thomas K. Lane, Tou Thao, and J. Alexander Kueng participated in Floyd's arrest, with Kueng
holding Floyd’s back, Lane holding his legs, and Thao looking on as he stood nearby. During the
midst of a worldwide pandemic, a city, ranked at the top of charts of best places to live, was
rioted, burned, and mourned.
As a mixed race educator, putting all of these occurrences into perspective is painfully
difficult: What is worse is the decision to shelter my children to maintain their innocence or tell
them the truth that the news is not a movie, but rather is a small representation of what was
happening just minutes away from where we live? I know I am not the only mother of color who
struggles with this decision. As an educator I wonder what could have been done differently to
change this dangerous trajectory for people who are not White. These instances point to the
poorly diversified public education system where leaders of color and educators of color are far
too few, but greatly needed.
Introduction
I begin this dissertation in this manner to signify the condition in which the United States
operates and to make a connection to how public school practices will impact future generations.
The purpose of this qualitative case study was to better understand the lived experiences of
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underrepresented educators of color (EOCs) pursuing an administration license. Specifically, the
purpose of this study was to identify themes across the EOCs’ experiences that contributed to
their decision to pursue leadership and their continuation in this capacity.
I employed a qualitative case study design with a critical race theory (CRT) lens to
amplify the voices of non-majority educators through semi-structured interviews with 11
participants who were in the process of obtaining their administrator license. The main research
questions I sought to answer were: How do building leaders support pre-service administrators of
color? and What are the perspectives of educators of color in further diversifying the education
workforce through becoming administrators in the state of Minnesota? In doing so, I listened for
counter narratives that challenged existing assumptions about the needs and experiences of
EOCs. It is my hope that this study will provide educators and administrators better support for
EOCs in becoming administrators. This chapter discusses the significance of this study, research
context, research questions, research goals, definition of terms, limitations, and conclusions.
Statement of Problem and Study Purpose
The growing number of students of color without the same growing number of educators
and leaders of color in the education workforce is contributing to the opportunity deficit (SASS,
2012). Teachers are implored to establish relationships with their students, starting with the first
day of school; this is best practice because students are said to learn better from those they have a
relationship with (Denton & Kriete 2000). To parallel this best practice method with educators of
color and administration, consider a recent report conducted on educators of color (specifically
teachers) in the state of Minnesota (Kaput, 2019). The results of this report indicated teachers
feeling dissatisfaction with numerous components of their career: Administration, test-based
accountability systems, lack of mentoring and support, racial isolation, and lack of autonomy and
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influence (Kaput, 2019). These challenges can make relationship building and career
advancement difficult, perpetuating the opportunity deficit for students of color. Therefore, the
purpose of this study was to:
● Give greater insight into the experiential knowledge of EOCs advancing into
administration.
● Provide a message to building administrators to hire more leaders of color as a way to
support social justice.
● Acknowledge the centrality of race and racism in our society and find ways to move
to an antiracist society starting with public education.
● Help with the retention and increase of educators of color by hiring more
administrators of color to further diversify the public education workforce.
To achieve the goals of this study, I used a qualitative methodology with a critical
paradigmatic stance which drew on the narratives of educators of color advancing into
administration. My selection of participants reflects the individual perspectives and experiences
of educators of color. I addressed sensitive topics from which a structured survey could not
capture. I used these narratives to inform recommendations regarding what works and what
supports are helpful in this process for educators of color pursuing an administration license.
With efforts to build upon the present research, I made the intentional decision to interview
participants who were currently educating in a public and urban school settings in Minnesota,
were enrolled in a preservice administrator program, and who identify as an educator of color.
My interest in the relationship between EOCs pursuing an administration license and
administrators has led me to reflect upon the importance of larger topics with regard to public
education: First, the necessity of increased POC to the education workforce; second, the impact
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of administration as it pertains to professional growth, empowerment, and retention; and third,
the importance of building strong relationships with POC in the education workforce.
Significance of this Study
In 2017, the Ciresi Walburn Foundation (CWF) published a report indicating that
Minnesota was one of the worst states to serve students of color in public schools. For the 20162017 school year, Minnesota ranked 50 out 50 states. During the same year these findings were
collected, Philando Castille, a Black St. Paul Public Schools cafeteria employee, took his last
breath because he was assumed to be a threat by a St. Anthony, Minnesota police officer
(Berman, 2017). A few years later, in 2020, again in the state of Minnesota, George Floyd, a
Black man intending to make a purchase at a convenience store was assumed to be using a
counterfeit $20 bill, took his last breath under the knee of a Minneapolis police officer, Derrick
Chauvin, while other officers looked on (Hill et al., 2020). The systemic racism that continues in
all government entities that claim to serve all citizens creates barriers for people of color (POC),
starting with the public education system (Vallejo, 2020). I, like many scholars, believe
diversifying the public education system is a necessary change that will help remedy some of
these barriers (Sargrad, Harris, Partelow, Campbell, & Jimenez, 2020).
People of color are challenged with navigating the power dynamics within a
predominately White society. Considering the Mill City Kids (2020) organization, whose focus
is on child health and well-being, it is believed that without the understanding of historical
trauma and structural racism, retraumatization and recyclic systemic detriment will continue.
They reported that society cannot make meaningful change until we understand the origins of
inequities impacting communities of color (Collective Action Lab, 2020). The intent of this
organization is to illustrate the painful unfolding and impact of historical trauma and structural
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racism throughout U. S. history to inform other entities about how they still manifest today.
Kendi (2019) cautioned, “But there is a thin line between an antiracist saying individual Blacks
have suffered trauma and a racist saying Blacks are a traumatized people” (pp. 177–178). While
these systemic challenges have consistently existed causing lasting detriment for POC, they take
on renewed importance in the public education context (Brown, 2014). This context is defined by
several barriers including high stakes accountability measures; deeply entrenched educational
gaps in opportunity and achievement between students of differing racial, cultural, linguistic,
learning and economic backgrounds (referred to as “opportunity deficit” by Ladson-Billings,
2006); and a sustained and growing mismatch between the background and experiences of
aspiring teachers and the larger K-12 student population in which these teachers will serve
(Gorski, 2016).
The research on diversity in schools, including racial diversity among teachers, shows
significant benefits to students (U. S. Department of Education, 2016). Currently, enrollment of
White students makes up roughly 50% of the public school population nationwide, followed by
Latinx students (27%), Black students at about (15%), Asian students (6%), Two or more races
(4%), and American Indian/Alaskan Native (1%; Institute of Education Sciences, 2020).
According to the United States Department of Education (2016), students of color are expected
to comprise 56% of the student population by 2024. However, the elementary and secondary
educator workforce is still overwhelmingly White (Institute of Education Sciences, 2020).
According to the 2011-2012 U. S. Department of Education Schools and Staffing Survey
(SASS), 82% of public school teachers identified as White. The 2% growth rate of teachers of
color over a decade and a half shows the lack of urgency in increasing this number. With
teachers of color making up less than 20% of the education workforce, the U. S. Department of
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Education recognizes the need for more teachers of color along with the admission that simply
recognizing the issue is insufficient, at best (Partelow et al., 2017).
The reality of the public school population and minority teacher retention rates combined
with the current opportunity deficit calls for an intense look at our current education workforce
trends including examining the effects of racial congruence and how to capitalize on the role of
school administrators (Campbell, 2015). There are multiple programs that have been developed
at the college, district, and state levels that recruit people of color to take on the teaching journey,
but the programs for administrators of color are far more limited (Figilio, 2017). This work is
intended to add to the growing body of research on the importance of hiring more administrators
of color as to ultimately assist with the retention and advancement of teachers of color and to
significantly diversify the public education workforce. As of 2020, in public schools across the
nation, administrators of color comprise roughly 22% of the administrator workforce, and
teachers of color comprise just over 20% of teachers (NCES, 2020).
Public education needs high quality, impactful leaders of color to make a difference that
will eventually change the trajectory of POC via public education (Barth, 2006). It is important
to note policy changes that do not explicitly address inequity will only exacerbate the inequities
(Carter et al., 2017). Therefore, policymakers need to take a critical approach in public education
that supports quality diverse leadership and teaching so we can focus on providing equity and
representation for future generations. Furthermore, the perspectives of EOCs advancing to
administration must be researched, explored, and shared with stakeholders as they make
decisions for the future of public education.
A major focus is on teachers because the path to administration generally requires the
candidate to have a teaching license and to have taught for a particular number of years
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depending on the state (Teacher.org, 2020). Traditionally in Minnesota, teachers must have three
years of experience before they can pursue an administrative license. There are, however,
alternative pathways to earning an administration license without a teaching license
(Teacher.org, 2020). There are multiple benefits for a teacher to advance into administration
including, greater responsibility (Woods, 2016), potential to exert greater influence (Lumby,
2013), increased salary (Jones & Schmitt, 2014), and the possibility to lead effective change
(Rodela & Rodriguez-Mojica, 2020). Furthermore, according to Bartanen and Grissom (2019),
one of the best methods of increasing teacher diversity is to hire more administrators of color.
Administrators of color may also have stronger connections with historically diverse universities
or other sources of potential teacher candidates of color that can help form a more diverse faculty
(Bartanen & Grissom, 2019).
Despite the clear advantages to increasing the diversity of the education workforce, many
people of color are deterred from becoming teachers. One barrier in particular is the cost of
education outweighing the compensation (Jones & Schmitt, 2014). Other barriers include the
systemic and interpersonal which are discussed in-depth in Chapter Two. I now turn to the
results specifically in Minnesota where the challenge of serving students of color and keeping
people of color in the education workforce has been a lasting challenge.
Minnesota Statistics
In the U.S., the growing number of students identifying as non-White continue to be
taught by an education workforce that is not reflective of their culture or ethnicity (U. S. Dept of
Education, 2016). Consequently, in the state of Minnesota, the gap between the number of
teachers of color and the number of students of color is both oppressive and highly adverse
(Minnesota Department of Education, 2019). As the student population in Minnesota becomes
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more racially diverse, the number of racially diverse teachers remains stagnant (Minnesota
Department of Education, 2019). According to the 2019 Minnesota Report Card, nearly 36% of
Minnesota’s school children identified as non-White and that number continues to grow while
5% of Minnesota’s teachers identified as non-White, and non-White administrators being at
6.7% (SASS, 2012; National Center for Education Statistics, 2020). According to the Ciresi
Walburn Foundation (2019), the continuation of a poorly diversified public education system has
lasting detriments for students of color. For example, Minnesota’s 2016-17 graduation rates for
Black and Latinx students ranked 50th among the 50 states (CWF, 2019). For Indigenous
students, graduation rates ranked 49th out of 50 (Cerisi Wahlberg Foundation, 2017). Not to
mention the school-to-prison pipeline which is the “… growing pattern of tracking students out
of educational institutions, primarily via zero tolerance policies, and, directly and/or indirectly,
into the juvenile and adult criminal justice systems” (Heitzeg, 2009, p. 1).
There are many factors that contribute to the school-to-prison pipeline; however, it is
most directly attributable to the expansion of zero tolerance policies (Heitzeg, 2009). As it turns
out, these policies have had no measurable impact on the issues of school safety for which it was
created; however, it does have racially disproportionate effects such as increased suspensions
and expulsions, elevated the drop-out rate, and raised multiple legal issues of due process
(Heitzeg, 2009). These findings are exacerbated in Minnesota (Ciresi Walburn Foundation,
2019). Minnesota is a state where a poorly diversified education workforce persists even after
Supreme Court decisions of desegregation with Brown v. Board of Education. Overall,
Minnesota has a tradition of pride in the public education system. What is not regularly discussed
is how it successfully prepares White students, but it is sorely failing students of color (Ciresi
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Walburn Foundation, 2019). I now turn to discuss the theoretical framework for which these
issues were discussed and studied through this research process.
Theoretical Framework
This study used critical race theory (CRT) to highlight the social, political, and historical
implications and contexts of race and racism in America, focusing on the perspectives of people
of color (Ladson-Billings & Tate, 1995). Beginning with the emergence of CRT, followed by a
discussion on counter narratives, the five tenets of CRT, the use of CRT in education settings,
and the criticisms of CRT, I highlight the important components of CRT with regard to this
study.
Although the emergence of critical race theory (CRT) began in the mid-1970s with most
scholars attributing this theory to the critical legal studies of Derrick Bell and Alan Freeman who
were driven by the slow pace of racial reform in the United States, CRT has found a place in
many academic disciplines, including education (Delgado & Stefancic, 2017). Since 1995, this
theoretical framework has contributed necessary insight into the lived experience of race and
racism through the use of “counter-narratives.” “These firsthand accounts of racialized
experiences subvert mainstream knowledge because the latter has rarely acknowledged
institutional investments in race and racism” (Wun, 2014, p. 463; Taylor, Gillborn, & LadsonBillings, 2009). Counter-narratives by racial minorities not only help participants to “name one’s
own reality” but they provide alternative, sometimes contradictory perspectives to Eurocentric or
White American views. In addition to centralizing marginalized accounts of the effects of race
and racism, critical race theorists recognize the larger social and historical landscape that informs
these experiences. It is utilized as a framework in this study to understand an education inequity
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with a presupposition that racism is embedded within society and institutions (Ladson-Billings,
1995).
Critical race theory is a large framework with five central tenets: the centrality of race
and racism in society, the challenge to dominant ideology, the centrality of experiential
knowledge, the interdisciplinary perspective, and the commitment to social justice (Taylor et al.,
2009). For the purposes of this study, the central tenets of experiential knowledge and the
commitment to social justice were used. The centrality of experiential knowledge asserts the
experiential knowledge of people of color is appropriate, legitimate, and an integral part to
analyzing and understanding racial inequality; the interviews of a selected group of participants
utilized this tenant (Taylor et al., 2009). The tenant of the commitment to social justice asserts
CRT is a framework committed to a social justice agenda to eliminate all forms of subordination
of people. Addressing the barriers and challenges of POC is not enough in creating lasting
change, and it is a goal and intention of this study to further this tenant purposefully.
Multiple research studies seeking to examine racism in educational settings have used
CRT as the theoretical framework to support the study (Baber, 2015; Brown, 2014; Dodo-Seriki,
Brown, & Fasching-Varner, 2015; Murray et al., 2015; Napier, 2019). By identifying issues that
prevent POC from majoring in education, Napier (2019) applied CRT to examine the perpetual
racism prevalent throughout the education program offered at a university in Ohio. Continuing
with racism in higher education, Baber (2015) used CRT to evaluate the connections between
exclusionary practices and post-racial ideology. Another study that utilized CRT focused on
teacher education preparation; Brown (2014) used CRT to analyze the literature on preservice
teachers of color and teacher education in the United States. Additionally, Dodo-Seriki et al.
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(2015) used CRT as an analytical tool to investigate the permanence of racism in teacher
education.
Critical race theory is not without criticism; in fact there is a continent of anti-CRT
groups who are well funded by powerful interest groups. For example, in September of 2020, the
White House Office of Management and Budget cancelled funding for training in CRT among
federal agencies on the notion that it constituted “divisive, un-American propaganda” (Dawsey
& Stein, 2020). Furthermore, The National Association of Scholars 2021 President Peter Wood
considered CRT a “grievance ideology” and an “absurdity.” Wood’s (2012) attempt to radicalize
Derrick Bell (a key founder of CRT) in his Bell Epoque article in The Chronicle highlights how
well-intended and educated individuals can be blinded by the dismissal of racist and deficit
framing in legal documents. Although Dr. Wood is highly educated, his claims were not
supported by research.
Continuing, CRT has also stirred controversy in the US since the 1980s over such issues
as deviation from color blindness, the promotion of the use of “narrative” in legal studies,
institutional racism especially in the legal foundations, and the encouragement of legal scholars
to be biased towards racial equity (Subotnik, 1997). The legal system in the United States aims to
be objective, to be governed and influenced by laws and a constitution that was written centuries
ago. The Constitution was written when slavery was in full effect in the United States and yet,
legal scholars and studies are encouraged to be objective. As Bell (2008) stated, “And while
slavery is over, a racist society continues to exert dominion over black men and their maleness in
ways more subtle but hardly less castrating than during slavery” (p. 205). In a society with
systems formed when the status quo was to use another human being as if they were a farm
animal, there must be some form of social and restorative justice within the legal system. These
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criticisms of CRT do not address alternatives and leave life-framing aspects of a human, such as
race, out of the equation in the pursuit and acknowledgement of the necessity of equality. For the
purposes of this study, the belief and use of CRT remained with the acknowledgement of such
criticisms. I now turn to discuss previous research with regard to the topic of teachers of color
who are pursuing an administration license.
Brief Overview of Previous Research
John Hattie’s ongoing 20-year research of over 250 categories conducted with schools
across the nation concluded teacher effectiveness along with positive or good leadership ranks
highest for high achieving schools (Hattie & Zierer, 2019). In their book, Visible Learning
Insights, Hattie and Zierer (2019) expressed the urgency of forging coalitions of successful
teachers and school administrators. From these decades of research, paired with the research on
leadership styles and the effect it has on teacher effectiveness, it is safe to say these topics have
been broadly researched (Narad, 2019). Sadly, the results of this research have had little effect on
changing the growing opportunity deficit and consequently the low ranking of the United States
academic performance amongst other developed nations such as (UNSCO, 2018).
Additionally, the past half century has produced interesting data with regard to POC with
the desegregation of public schools (Carter Andrews et al., 2019). Although policies and laws
aimed at educational reform have changed, policymaker beliefs unfortunately have not followed
with the same stamina (Rock & Larkin, 2011). Hence the implementation of the Kerner
Commission, an official acknowledgement by the U.S. government of the systemic failure to
students of color (Darling-Hammond, 2018). When its first publication was released over 50
years ago, the Kerner Commission report was groundbreaking, thought-provoking, and
refreshing for many which brought great hope for justice and equity (Darling-Hammond, 2018).
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Acknowledging the issue was only part of the report, recommendations were also offered, but as
stated previously, laws change, reform occurs, but beliefs remain as stagnant as EOCs retention
rates.
Surprisingly, this acknowledgement under the President Johnson administration known as
the War on Poverty, prompted policy changes that actually began to close the opportunity deficit
between Black and White students and to improve prospects for POC and people with low SES
(Darling-Hammond, 2018). Unfortunately, those policies were short lived due to persistent racial
discrimination caused by systemic and institutionalized racism (Carter, Skiba, Arredondo, &
Pollock, 2017). This made progress in addressing poverty and racial injustice stop with forward
movement countered by regression (Darling-Hammond, 2018). Regrettably, while the racial
achievement gap in reading decreased by half during the 1970s and '80s, it is now 30% larger
than it was in 1978 (Ansari, 2018). This regression can be seen in every aspect of society,
including policies on housing, economics, criminal justice, and education (Ansari, 2018). This
example of radical information that exposes institutionalized racism echoes the efforts prompted
after the death of George Floyd; I shed light on this issue as it is related to the systemic issues
that plague this country. My hope is that the efforts will not be silenced and halted. People tend
to make great strides when emotions are at an all-time high, and this clouds their decision
making and makes it easier to look past the greater issue to win a small battle (Patterson, 2002).
The U. S. Department of Education provides The Condition of Education a public annual
document that
… address high-priority education data needs; provide consistent, reliable, complete, and
accurate indicators of education status and trends; and report timely, useful, and high-
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quality data to the U. S. Department of Education, Congress, the states, other education
policymakers, practitioners, data users, and the general public. (NCES, 2020, p. iii)
Although the numerical facts are clearly stated and the urgency in providing lasting solutions and
actions have been identified, Minnesota, the third highest ranked best state according to U. S.
News and World Report (2019), continues to fail their growing number of students of color
(Ciresi Walburn Foundation, 2019). Again, though policies may change, beliefs may not follow.
As a critical researcher, this lack of POC in the education workforce could be due to a number of
factors. Identifying the “why” can help lead to the “how.”
Research Questions
This study is based on a CRT framework in recognizing the importance of experiential
knowledge, social justice, and acknowledging race and racism within public education. Being
mindful of these challenges along with the goals of this study, my research questions were:
1. What experiences do educators of color pursuing an administration license perceive
as being pivotal in determining their navigation through education?
2. What do educators of color perceive as barriers or supports with regard to
advancement into administration?
3. What are the perceptions of educators of color with regard to how administrators
supported (or challenged) their advancement into administration?
To discuss these questions while taking into consideration the differences amongst states,
districts, and schools the goal was not to generalize but to explore the perceptions and narratives
of specific participants. The district and participants were from public schools as this study was
tied to the urgency in building a diversified public education workforce to address the
opportunity deficit. The examination of the relationship between school leadership and educators
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of color provided an opportunity for identifying effective communication, building trust,
identifying and overcoming barriers, and opportunities for empowerment. The anticipated
application was to give greater insight into the unique experiences of Minnesota educators of
color in public education. Studies with similar topics have applied quantitative methods via
surveys (Kaput, 2019); this study was of qualitative design in an effort to hear the voices most
affected by the education workforce makeup. The study provides a stronger message to district
leaders to hire more leaders of color. It provides implications for redesigning current preservice
programs geared towards training teachers of color, alternative pathways for non-licensed
individuals, AND options for furthering their education to become administrators. Ultimately,
building a diversified education workforce builds a positive school climate (Drummond, 2019).
Definition of Terms
Administrators: Leaders in a school building who hold the license and title of any of the
following, principal, assistant principal, dean of students or associate principal.
Asian: People of Asian descent including people having origins in any of the original
peoples of the Far East, Southeast Asia, or the Indian subcontinent (for example,
Cambodia, China, India, Indonesia, Japan, Korea, Malaysia, Pakistan, the Philippine
Islands, Thailand, and Vietnam).
Black: People of African descent.
Diversity Gap: The difference in the proportion of minority teachers and minority
students in public schools (Putman, Hansen, Walsh, & Quintero, 2016).
Dominant: Within a power dynamic, the group or person who has the power or choice.
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Educators of Color (EOCs): People of color working in education who do not identify
racially as White, this includes teachers, administrators, and support staff such as
education assistants, teaching assistants, and the like.
Ethnicity: Is a term that describes shared culture and national origin; a category of
people who identify with each other on the basis of a belief of common descent.
Eurocentric: Focus on what is best for those of European descent which typically
translates to White.
Indigenous: Referred to as first peoples, aboriginal peoples, native peoples, or
autochthonous peoples, are ethnic groups who are native to the United States.
Latinx: A gender-neutral neologism, sometimes used instead of Latino or Latina to refer
to people of Latin American cultural or ethnic identity in the United States.
Microaggressions: Everyday brief, low-intensity events that convey negative messages
toward marginalized groups (Ogunyemi et al., 2020).
Opportunity Deficit: Refers to the mindset which holds students from historically
oppressed populations responsible for the challenges and inequities they face; opportunity
deficit takes the term achievement gap and places the accountability on the oppressive
structures, policies, and practices within educational settings rather than on the
marginalized groups (Patton Davis & Museus, 2019).
People of Color (POC): People who do not identify racially as White.
Power Dynamic: A socially constructed relationship in which power is a driving force in
the way decisions are made.
Race: A grouping of humans based on shared physical or social qualities into categories
generally viewed as distinct by society.
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Subordinate: Within a power dynamic, the group or person who does not have power or
choice. Minority groups are defined by their lack of power.
Educators of Color (EOCs): Educators working in a public school setting identifying
racially as any race other than White.
Limitations
The goal of this study was to provide a platform for EOCs pursuing an administration
license, a way to share their experiential knowledge, their experience with race and racism, and
push towards social justice. Beyond the scope of this study are the narratives of current
administrators who are practicing within the field. For most studies conducted during the 20202021 school year, COVID-19 provided challenges in interviewing in-person. This topic has not
been heavily researched qualitatively and thus is the embarkment and extension of new territory.
From previous research on this topic, the theme of trust has emerged with difficulty in
articulating and examining the different degrees for which it contains, which continued to be a
challenge in this study. Finally, approaches identified from themes may be challenging to
implement as the findings may be new information that must be further researched. An extended
discussion of the limitations, assumptions, and delimitations is provided in Chapter Three, I will
now conclude Chapter One.
Conclusion
Transformational leadership and teacher effectiveness are said to be key components for
reform in the hopes the leaders would somehow increase teacher effectiveness (Hattie & Zierer,
2019). Little has changed for students of color since the identification of research supported
methods for both increased teacher effectiveness and authentic transformational leadership. I
began this dissertation with a retelling of the last moments of the life of George Floyd, followed
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by a problem and purpose statement, significance of the study, the theoretical framework used, a
brief overview of previous research, research questions, explanation of the goals, definition of
terms, limitations, and a conclusion. With this, the following pages will build a platform for
which I review the topics of history of POC in public education, the importance of EOCs in
public education, challenges of retaining teachers of color, technical barriers for EOCs,
interpersonal relationship barriers for EOCs, importance of EOCs becoming administrators,
specific EOCs challenges in the state of Minnesota, and administrative practices that support
EOCs becoming administrators. Following that, I explain the methodology of capturing the
voices of teachers of color and administration as it relates to their space. To continue, the
research which I have conducted is explained with the identification of themes, followed by a
discussion of those themes, and how my research contributes to the larger field of research.
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Chapter 2: Literature Review
As a country, we must enter a new era. No society can thrive in a technological, knowledgebased economy by starving large segments of its population of learning. Instead, we must
provide all of our children with what should be an unquestioned entitlement—a rich and
inalienable right to learn (Linda Darling-Hammond, 2018).
The topic of the relationship between educators of color (EOCs) advancing to
administration and administrators (supporting or challenging this process) has been approached
by few researchers within the last decade (Bartanen & Grissom, 2019). Although the topic of
increasing EOCs in public education has been widely researched, there is limited research
regarding their advancement into administration and the efforts taken to support them in that
endeavor. Furthermore, their voices and perspectives about what they value about this
advancement is also limited. Many studies pointed to the benefit of having an administrator of
color, especially if the students reflect that same ethnicity; however, the research on how
navigation through the education system in order to establish a placement is limited. It is here
where I situate this study to contribute to the growing body of knowledge with regard to EOCs
advancement into administration within the public education system.
In the following chapter, I highlight areas of research that utilize critical race theory
(CRT) which include topics of varying importance with regard to EOCs advancing to
administration. To begin, I provide an overview of how this study used CRT as a framework;
after I give a historical overview of people of color in public education divided into the “eras” of
education in the United States. This provides a glimpse into the deeply embedded systemic
racism used to build an educational system that continues to fail students of color and reveals
how policy change without belief change can result in negative consequences (Dixson, Ladson-
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Billings, Suarez, Trent, & Anderson, 2020; Ladson-Billings, 2011; Soss & Weaver, 2017). I then
examine the importance of increasing administrators of color, barriers and supports of
administrators of color, and I close with how this study fits into the field. I review these bodies of
literature to emphasize how the perspectives of preservice administrators of color add value. If
district leaders understood the existing research, the experience, and the perspectives of EOCs,
particularly those prepared to advance into administrator roles, their actions may change so that
the educator workforce is at least proportionately diversified.
Understanding the experienced perspectives of EOCs pursuing an administrator license
matters because if current and future administrators understand the history people of color (POC)
bring with them, it provides a strong connection when building relationships with this group of
people and also provides context when administrators begin the hiring process (Dixon, Griffin, &
Teoh, 2019). It is important to look at EOCs differently because barriers they are challenged with
within the public education system have been execrable (Hochschild & Weaver, 2007).
Examining the history of POC in education reveals the formation of barriers resulting from years
of systemic and institutionalized racism throughout this country (Dixon et al., 2019). For
example, many POC face the justice system in a different manner compared to White individuals
who are more likely to have the benefit of being seen as innocent until proven guilty; they, on the
other hand, have feelings of proving their innocence because they are assumed guilty (National
Registry of Exonerations, 2018).
This has a parallel in education as well, as in Dixon et al.’s (2019) report, which found
teachers of color reported experiencing White authority. For example, one teacher of color
reported when they are sharing ideas, their idea will be dismissed, but when a White teacher
shares that same idea, it is celebrated and implemented (Dixon et al., 2019). This dismissal of
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EOCs expertise and contribution can send a message to students as well, thus furthering the
challenging power dynamic EOCs face while in the field (Dixon et al., 2019). Furthermore,
White authority signifies the notion White teachers are thought to be more competent than EOCs
due to the Eurocentric force created by societal members in power (Dixon et al., 2019).
Likewise, the student population is becoming, and will continue to become, more diverse, and as
a country if we want to move forward, there must be systemic change (Burns Thomas, 2020).
Kendi (2019) shared, “One either believes problems are rooted in groups of people, as a
racist, or locates the roots of problems in power and policies as an antiracist” (p. 15). Educational
leaders have the position and ability to address these concerns and this research sheds light on
how to foster empowering relationships with EOCs as well as repair the damage caused from
societal theories and perspectives in public education (Figilio, 2017). Therefore, the purpose of
this study was to examine the supports and barriers that pre-service administrators of color
identify as critical to advancing or hindering their talents and skills into administration. This
work was intended to add to the growing body of research on the importance of hiring more
administrators of color in public education to ultimately assist with how to retain and advance
POC to further diversify the education workforce.
Critical Race Theory (CRT) and Public Education
Over the course of the 20th century, an individual’s level of educational attainment
became one of the most important factors determining their income and status in society
(Whitney & Candelaria, 2017). The systemic structure of public schools shifted from a factory
model to standards-based model starting at the turn of the century (Danielson, 2007). The
changes since 2001, with the implementation of No Child Left Behind (NCLB), have been a
tornado of public education reforms that affect teachers, administration, and students both
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positively and negatively (Whitney & Candelaria, 2017). For example, a longitudinal study
found between 2001 to 2015 (the first year of NCLB and the first year of Every Student
Succeeds Act (ESSA), respectively), the socioemotional outcomes of NCLB for students “…
caused a moderate increase in academic anxiety” (Whitney & Candelaria, 2017, p. 9). The study
went on to say that the anxiety and pressure put on by standards-based accountability is difficult
to measure based on the multiple variables that can contribute to the success or failure of a
student such as the segregation across schools or differences in teacher behaviors across types of
students within the classroom (Whitney & Candelaria, 2017). Whitney and Candelaria (2017)
also found high stakes testing was indicative of socio-emotional distress.
The lack of the ability to research the changes sparked by the continuous reform, and
efforts to pinpoint some of the most impactful variables that contribute to what is now called the
opportunity deficit (formerly known as the achievement gap) never occurred or results were not
revealed soon enough. Although the results of many studies provided valuable information,
many researchers published studies between 2010-2015 with regard to NCLB. Considering this
initiative started in 2001-2002, these results were too late to help the generation of students that
attended public schools during that decade. Consider, Feng, Figlio, and Sass (2010) who found
teachers were more likely to leave schools that had recently been given a forceful accountability
implementation and were less likely to leave schools that had experienced a progressive
accountability implementation which consequently corresponded with an increase in teacher
quality in more advantaged schools. Although this study provided valuable results, it was
published in 2010.
Another study, published in 2012, found principals of higher quality moved to less
disadvantaged schools that were less likely to fail their Adequate Yearly Progress (AYP); thus,

23

average quality principals were placed in more disadvantaged schools (Li, 2012). Furthermore,
in their study, Whitney and Candelaria (2017) shared,
If higher-quality principals and teachers in terms of achievement are also better than
others at fostering their students’ socioemotional well-being, then these changes in the
distribution of teachers and principals could hurt more disadvantaged students relative to
more advantaged students. (p. 4)
The studies mentioned highlight areas of concern, yet their untimely publications miss the
opportunity to address challenges pertinent to that period.
One thing to consider with the topic of EOCs and their administrators is the world outside
of education that affects it directly. There are multiple variables and theories to consider when
conducting research and qualitative data collection seeks to understand the perspectives of the
participants with the inclusion of the realities we all face (Maxwell, 2012). Critical race theory
provides several parameters that emphasize research supported ideology that frame a qualitative
study such as this one. The pillars of CRT for which this study focused on include experiential
knowledge, commitment to social justice, and the centrality of race and racism. Educational
scholars seek to understand how community tragedies such as the deaths under police custody
including, but not limited to George Floyd, Philando Castille, Trayvon Martin, Eric Garner,
Tamir Rice, and Freddie Gray. These tragedies spurred protests and trauma in the communities
of color which were publicized and steered by the media. School communities were not sheltered
from these events and the negative stereotype of POC, particularly Black POC, as being violent
or uneducated (Stevenson, 2019). Education is not a vacuum in which changes made within the
school walls can be sole factors to the prosperity or the demise of it. Understanding the intricate
dynamics of the public education systems along with societal structures creates a valuable
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perspective necessary for leading change (Khalifa, Gooden, & Davis, 2016). To highlight this
assertion further, in their research on CRT and educational leadership, Khalifa, Dunbar, and
Douglas (2013) found language and labels used on how individuals, ideologies, and institutions
are described add significant complications for educational reform. Consequently, Khalifa et al.
(2013) signified the discourses and distributions of power notably influence how and why issues
are addressed, and by whom. What's puzzling is language and labels also have a way of masking
these tensions, while simultaneously obscuring the diminishing criticality of terms, ideologies,
and theorizations once used to disrupt a Eurocentric dominance (Khalifa et al., 2013). Taking
these assertions and specific tenets of CRT into consideration, I now begin the discussion of the
history of POC in public education.
History of People of Color in Public Education
The goal of this study was to offer insight in further diversifying the public education
workforce with an emphasis on recruiting, landing and retaining administrators of color.
Therefore, the history of POC in public education is discussed briefly to highlight areas that have
created barriers for POC in public education. Areas reflected upon include Brown v. Board of
Education (1954), Standardized Testing, No Child Left Behind (NCLB), and Every Student
Succeeds Act (ESSA). With each era, I utilize two tenets of critical race theory (CRT),
experiential knowledge, the commitment to social justice, and the centrality of race and racism as
a way to focus and analyze how these periods in public education affected POC (teachers,
administration, and students).
Brown v. Board of Education (1954)
It is understood amongst scholars and those in education that the Brown v. Board of
Education (1954) case is one of the most important cases in American public education history.
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Many scholars would also attest it created opportunities for racial integration because one of the
stipulations of the case was to cease segregation in Southern states. The Supreme Court
unanimously agreed segregated schools were “inherently unequal” and must be abolished.
However, we see that over six decades later, schools continue to be segregated into
“predominantly Black and Latino” or “predominately White” institutions (Safir, 2017, p. xxviii).
What is often overlooked when considering Brown v. Board of Education (1954) is how
the specific racial issues at the time were not fully addressed and how the results of this
paramount court case cast a long destructive shadow over education for POC for decades to
come (Roberts & Carter Andrews, 2013). For example, within 10 years of the Supreme Court
decision, nearly all of the Black administrators in North Carolina were eliminated as were 90%
of the Black administrators in Kentucky and half of the Black principals in Georgia (Karpinski,
2009). This created a barrier not just for Black administrators, but also for Black teachers
because they were not trusted as being fit to teach White students (Carter Andrews et al., 2019).
Over the same time, roughly 40,000 Black teachers lost their jobs in Southern states (Oakley,
Stowell, & Logan, 2009). Furthermore, Black teachers were wrongly demoted despite having
extensive education, and were replaced with ill prepared teachers because they were White
(Haney, Madhouse, & Kreitzer, 1987).
Some theorists argued Brown v. Board of Education (1954) was one of the worst “wins”
for POC, particularly Blacks (Rothstein, 2014). Horsford (2019) reported on the paradox of
racial equality in American education policy, particularly the contradictions and limitations of
what she refersred to as “the empty promise of Brown as experienced by Black students,
families, and communities” (p. 258). Additionally, Horsford (2019) highlighted the role White
racial policy attitudes, beliefs, and actions played in the resistance and resentment of
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desegregation as being critical to elevating understandings of the importance and development of
school integration policy for the populations it was intended to serve. The nationwide shortage
and decline of Black teachers in public education started with a Supreme Court decision without
a change in beliefs or practical efforts to retain them (Darling-Hammond, 2018). I now turn to
discuss the Standardized Testing Era of public education and the continued barrier formation for
POC in public education.
Standardized Testing Era
Although standardized tests have been a part of the public education system since the
1800s, their widespread use is largely a 20th century phenomenon (Ravitch, 2016). Like many
policy changes and reforms in public education, the testing was created to serve two major
purposes, to determine a student’s academic achievement and future potential. However, it is
imperative to point out these testing services continued the work of eugenicists like Carl
Brigham, creator of the Suite of Assessments (SAT) who also did research “proving” that
immigrants were unintelligent (Spring, 2016). The creation of these tests and the effect they have
on teachers, students, and administrators of color are discussed briefly in this section.
In 1948, major grants funded the formulation of the Educational Testing Service (ETS) a
merging of multiple testing and examination agencies. The ETS would go on to be a pillar in
higher education creating mandatory exams as a key determinant of college entry (Spring, 2016).
These exams were created for and by White people, yet are still used today as a measuring factor
of school achievement for all students (Au, 2015; Ladson-Billings, 2006; Perez, 2002).
After a critical analysis of reforms, policy changes, and standardized testing, Au (2015)
found not only do high-stakes testing fail to achieve racial equality but rather “high-stakes testing
cannot dismantle racial inequality because it fundamentally and materially advances the project
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of increasing racialized injustice” (p. 41). Furthermore, former assistant secretary of education
during the administration of President George H. W. Bush, Diane Ravitch, attested the former
President once praised and pushed policies during her service have been revealed as stigmatizing
(Ravitch, 2011). Ravitch (2011) specifically noted the use of public education demographics and
accountability data when paired with standardized testing leads to teaching to the test and
diminishes the intellectual capacity of students. Not to mention, in Minnesota, after AYP is not
met, schools undergo restructuring. This is a shift in leadership and teachers of a given school,
leaving school communities to rebuild school climate and crushing consistency, which is
supported by current research to help schools improve (Boudreaux, 2018).
The Elementary and Secondary Education Act of 1965 made standardized testing a
requirement in public schools (Ravitch, 2011). For decades, standardized testing was one of the
only means to assess and place students, most times with students of color and students
identifying as low socioeconomic status being put in remedial classes that did not address their
needs (Ravitch, 2011). Additionally, research shows children from low-income families do not
receive the same support on education from their parents compared to students from high-income
families (American Psychological Association, 2020). For example, kindergarten students who
scored low on math assessment regardless of their socioeconomic status have a higher chance of
being successful when they receive support, the likelihood of receiving additional tutoring falls
on parents and this is afforded by those who have the means (Darling-Hammond, 2018). Yet, the
US Public Law 107-110, also known as the No Child Left Behind (NCLB) Act of 2001, tied
public school funding to standardized testing, thus further widening the gap between students of
color and their White counterparts (Ravitch, 2016). With standardized testing paired with
accountability as a means to allocate funds and resources, the effect on students became the
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burden on teachers and administration (Au, 2015). To be clear, the test is the issue, not the
performance of the students. I now turn to how NCLB had an effect on students of color.
No Child Left Behind Era
Executed during President George W. Bush’s 2001 administration, NCLB was the
seventh reauthorization of President Lyndon B. Johnson’s Elementary and Secondary Education
Act (ESEA) of 1965 (Wun, 2014). Ostensibly, to address educational disparities, the policy
mandated federally-funded schools be governed by an accountability system equipped with
standards, measurements, and yearly progress reports (Wun, 2014). The purpose statement of
NCLB emphasizes a deficit mindset, recall from Chapter One in the defining of terms section as
this public law encapsulates a maintenance of hegemonic systems, “… [c]losing the achievement
gap between high- and low-performing children, especially the achievement gaps between
minority and nonminority students, and between disadvantaged children and their more
advantaged peers” (No Child Left Behind, 2002).
NCLB ushered forth policy changes with national attention brought to the issue of
educational inequalities (Ravitch, 2010). The policy mandated disaggregating student data using
multiple factors including income, race, and language to monitor student, school, and district
performance (Wun, 2014). However, NCLB has manifested itself as a part of a larger structural
framework that fixated on students of color as problems (Dee & Jacob, 2011). For example, the
law required the performance of schools be determined by annual measurable objectives
(AMOs), which specify the lowest percentage of students required to meet the proficiency level
of reading and mathematical assessments (Dee & Jacob, 2010). These proficiency goals also
disaggregated data to pinpoint the specific performance of subgroups, with the continuous
labeling of a deficit framework, “limited English proficient” language learners, students with
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disabilities, major race and ethnic groups, and economically disadvantaged students (Wun, 2014,
p. 469). Ironically, schools were measured by the success of these subgroups (Dee & Jacob,
2010). Consequently, NCLB has controlled the narrative in the media placing national attention
on students of color as problems to be solved (Wun, 2014). The mystery lies in the fact that
while NCLB is supposed to be an equality policy rather than an equity policy, one designed to
ensure accountability to historically marginalized youth, it is one that renders students of color as
chronically inadequate (Patton Davis & Museus, 2019).
Consider how restructuring in many urban districts in Minnesota have caused a domino
effect on teachers and administrators. Minneapolis, Minnesota, one of the largest and most
diversely robust districts in the state, has been undergoing restructuring to be cost effective and
address opportunity deficits in the state since 2017 (Feshir, 2020). Currently, plans are in place to
address these concerns; however, teachers, students, and community members have been left out
of the conversation and based on the local teacher union, 82% opposed the plans created by the
superintendent and other leadership members (Faircloth, 2020). Current teachers in Minneapolis
are not being heard as redesign plans move forward. Although NCLB has many lasting effects,
the current policies that address public education under the Every Student Succeeds Act (ESSA)
will now be discussed.
Every Student Succeeds Act
The Every Student Succeeds Act (ESSA) replaced NCLB with great fanfare and
enthusiasm all while continuing to promote a deficit framing (Mathis & Trujillo, 2016). ESSA
represents an opportunity for the federal government, states, districts, and schools to equitably
design education systems to ensure the students who have historically been underserved by these
same education systems receive an education that prepares them for the demands of the 21st
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century (Cook-Harvey, Darling-Hammond, Lam, Mercer, & Roc, 2016). A number of new
provisions under ESSA can be used to advance equity and excellence for students of color, lowincome students, English learners, students with disabilities, and those who are homeless or in
foster care (Cook-Harvey et al., 2016). These include, Promise Neighborhoods, investing in
innovation, increased access to pre-school and requirements for all students in America to be
taught to high academic standards that will prepare them to succeed in college and careers
(Cook-Harvey et al., 2016).
Nonetheless, ESSA is the eighth reauthorization of ESEA (1965), and the new legislation
maintains a predominately test-based accountability system with a federal mandate for
interventions in well over 5,000 public schools every year (Mathis & Trujillo, 2016). ESSA is
under more scrutiny than NCLB as research is being presented that captures the negative effects
of NCLB along with the careful and cautious acceptance of current government entities that have
implemented ESSA (De Voto, 2017). The current statistics on demographic differences in public
education remains stagnant (NCES, 2020). Despite the American promise of equal educational
opportunity for all students, the opportunity deficit remains between more and less advantaged
groups of students creating disparate outcomes (Cook-Harvey et al., 2016). I now turn to
examine barriers scholars have identified with regard to EOCs, particularly administrators of
color and their journey within public education.
The Importance of Increasing Administrators of Color
According to the United States Department of Education (2018), the demographics of
public education reveal the elementary and secondary educator workforce is overwhelmingly
undiversified with White educators comprising over 80 percent of educators in public schools
(NCES, 2018). It has also been established that the United States will soon reflect a public
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student body population of more students of color than White; this means, as a country, the
overall number of Latinx, African American, and Asian students in public K-12 classrooms is
expected to surpass the number of non-Hispanic Whites (Maxwell, 2014). These growing rates
provide the opportune environment for the recruitment and retention of diverse school
administrators. What must be addressed is in order to build a public education workforce that is
both representative of the people it serves and equitable, simply increasing the number of
teachers of color is not a guarantee they will rise to leadership levels and thus increase the
number of administrators of color.
Research on administrators of color (AOC) is lacking. However, in most states
administrators must have teaching experience before obtaining their license (Teacher.org, 2020),
and the evidence for increasing the number of teachers of color (EOCs) is strong. Having EOCs
is one of the most powerful tools a school can provide a student of color (Partelow, Spong,
Brown, & Johnson, 2017), from increasing attendance and standardized test score and decreasing
suspensions for students of color (Figilio, 2017), to increasing graduation rates and aspirations
for attending college for students of color (Darling-Hammond, 2018). Educators of color also
provide different perspectives for all students (Bryan & Ford 2014; Carver-Thomas, 2018;
Darling-Hammond, Hyler, & Gardner, 2017; Goings 2015).
It is important to note that further diversifying school level leadership positions goes far
beyond a surface level portrayal of fairness or equality. Although limited, there is research to
support positive relationships between minority representation of principals and student
outcomes (Bartanen & Grissom, 2019). These outcomes include increased academic
achievement and graduation rates and decreased dropout rates specifically for minority students
(Dee, 2004; Villegas & Irvine, 2010). Therefore, there are both interpersonal and practical
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reasons why increased diversity in school leadership is important (Williams & Loeb, 2012).
Diverse school administrators have the potential to positively influence student achievement in
school communities (Bartanen & Grissom, 2019). These leaders are able not only to help
students navigate their school environment and culture, but also contribute to further diversify
the teacher population (Bartanen & Grissom, 2019). As we continue to look for ways to increase
the effectiveness of principals across the board, attention must also be paid to the diversity of
those leaders (Haynes, 2017). The importance of the development, recruitment, and retention of
school administrators should be a priority for all school districts across the country (Hattie &
Zierer, 2019).
To further illustrate this point, national leadership institutes such as the Broad Center,
The Wallace Foundation, and The Cerisi Walburn Foundation have been established to
investigate and provide direction and solutions to school districts (specifically urban school
districts) on current leadership challenges. The Broad Center and The Wallace Foundation have
developed programs aimed at recruiting, training, and supporting leadership talent from across
America to transform urban school systems (Broad Center, 2020; Wallace Foundation, 2020). In
their six-year study titled, Principal Pipelines: A Feasible, Affordable, and Effective Way for
Districts to Improve Schools, The Wallace Foundation found the Principal Pipeline Initiative
(PPI) resulted in statistically significant outperformance of newly placed principals in PPI
districts “… PPI districts outperformed comparison schools with newly placed principals by 6.
22 percentile points in reading and 2. 87 percentile points in math” (Gates, Baird, Master &
Chavez-Herrerias, 2019, p. xviii). The Broad Center’s (2020) publication, Linking K-12 System
Leadership Development to Organizational Outcomes: The Broad Center Dimensions of
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Leadership 360-Degree Assessment, highlighted the efforts of creating a tool school leaders can
use to improve their effectiveness and quality:
The 360 process provides a structured process for leaders to receive feedback to identify
strengths, areas of growth and blind spots so leaders can focus and prioritize areas for
development with their managers and/or coaches to increase their impact in their
organizations. (p. 33)
As mentioned in Chapter One, The Cerisi Walburn Foundation (2019) has exposed the
opportunity deficit across the country, highlighting Minnesota as a state with the greatest
challenge in achieving equity. Furthermore, The Cerisi Walburn Foundation has also been a
catalyst for groundbreaking site-based research informing districts across the United States on
how to better prepare and retain high quality diverse leaders (Cerisi Walburn Foundation, 2019).
Their approach has a strong demand for equity in all facets of education, from students to
leadership. Thus, their efforts in further diversifying the education workforce, provided
educational leaders with approaches that reach all students and eliminates the misconception of
Minnesota having schools that effectively serve all students, I now turn to discuss effective
leadership (Cerisi Walburn Foundation, 2019).
Effective leadership is essential in facilitating school improvement that leads to greater
student achievement and learning (Leithwood, Seashore, Anderson, & Wahlstrom, 2004).
Current and future effectual leaders should have race equity as a value in order to dismantle the
systems entrenched in racism. Nelson Mandela once said, “Education is the most powerful
weapon which you can use to change the world” (Ratcliffe, 2020). His leadership and guidance
through a system not created to serve him, or those who shared the same ethnicity he did, led to
changing his situation. The thought of living in a world with an education system built on
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systemic racism polluted with racism should no longer be a reality. One way to change this is
having an education workforce reflective of the students at all levels. However, because it is not,
the weapon to counter racism starts with education because as Dewey (1956) believed, education
reflects the greater society. I now turn to discuss the barriers educators of color face while on this
journey to explore the poorly diversified educational workforce.
Barriers for Administrators of Color
Due to the complexity of the challenges administrators of color (AOCs) withstand, these
barriers are categorized into two themes: structural barriers and interpersonal relationships
(Carter Andrews et al., 2019). Structural barriers refer to the societal structures such as historical
and contemporary legislation and policy created to deter POC from becoming educators and
educational administrators as well as assumptions and stereotypes regarding EOCs (Carter
Andrews et al., 2019; Khalifa et al., 2013). Interpersonal relationship barriers refer to the
connection between AOCs and others in the education system and the often toxic environmental
and operational conditions that arise out of these relationships for AOCs (Carter Andrews et al.,
2019).
Additionally, these barriers overlap in what scholars have identified as a double bind. As
highlighted in Achinstein and Ogawa (2011), EOCs struggle with the tension between two
different ties: (a) personal ties that spark a desire in EOCs to teach for educational justice and (b)
systemic ties in schools that devalue the critical pedagogical and culturally responsive
instructional approaches that initially entice teachers of color to the profession. To further
explain, Archinstein and Ogawa (2011) reported the negative consequences of this type of bind
were EOCs internalized structural barriers that resulted in their negative interpersonal
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relationships within the public education system. It is important to discuss what scholars have
said about these barriers to fully explain how this intended study fits into the research.
Structural Barriers for Administrators of Color
The typical narrative with regard to POC in public education is often discussed within
education circles as being a necessity. However, the structural barriers created by those who
created the system are often unnoticed or misunderstood (Carter Andrews et al., 2019). I discuss
the systematic hurdles of institutional racism and low socioeconomic status below.
Institutional racism. A key factor under the umbrella of institutional racism is the
professional certification standards which are driven by the exclusionary practice of standardized
testing. Literature regarding the professional certification standards is relevant to what scholars
have indicated about increasing the diversity of the educator workforce. The argument for
recruiting a diverse educator workforce rests partly on positive gains in standardized testing
measures of student achievement due to matching students with teachers of a similar racial or
ethnic background (Dee, 2004, 2005; Gist, 2017;). Consequently, testing policies may also
influence the measured learning of students of color via standardized tests.
As discussed briefly above, obtaining an administrator license typically involves being a
teacher first. To obtain a teaching license in most states, teachers must pass a series of exams,
including passing at least one of three Praxis tests (Teacher Certification Degrees, 2020). In their
2019 report, The National Council on Teacher Quality pointed out historically, these exams are a
barrier for candidates of color. The focus of their report was the statistical revelation that a
higher proportion of Black and Latinx candidates fail the most widely used content test more
often than White candidates. Specifically, of Black candidates, on average, nearly 65 percent do
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not qualify for a standard license because they do not pass this test, and among Latinx
candidates, nearly 45 percent do not pass (The National Council on Teacher Quality, 2019).
It is estimated that, each year, these exams inhibit approximately 8,600 of 16,900
(roughly 50%) aspiring teachers of color, surpassing that of White aspiring teachers who fail the
exam by only 27.5 percent (The National Council on Teacher Quality, 2019). This testing barrier
dates back to the 1960s during the Brown vs Board of Education (1954) and Civil Rights era of
the 1950s and 1960s when states began to support the use of these exams to improve what they
called teacher quality (Strassel, 1984). Strassel (1984) explained how teacher quality was based
on Supreme Court selected guidelines:
The Uniform Guidelines recognize three types of validity studies. Criterion-related
validation requires high statistical correlation between successful performance on a
selection procedure, such as a competency test, and successful performance on the job.
Content validation requires evidence that the test calls for the application of knowledge,
skills, or abilities critical in job performance. Construct validation requires evidence that
the selection standard measures the extent to which a candidate has the constructs or traits
characteristic of those who presently perform the job successfully. A fourth type of
validity study, curricular validation, measures correspondence between materials tested
and materials taught in a training program. The acceptability of curricular validation is of
particular concern in the context of teacher competency testing because it allows
validation without reference to successful job performance. Although the Uniform
Guidelines and earlier guideline versions do not endorse curricular validation, the
Supreme Court has accepted validation in terms of a test's ability to predict success in a
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training program,1 44 apparently finding validation to job performance unnecessary. (pp.
518–519)
Stassel (1984) argued criterion of teacher quality not be based on industrial testing validations,
but rather performance in the classroom.
Furthermore, other scholars also argued what is covered on the exams is limited on what
makes an effective teacher, consequently raising questions about how useful the exams are in the
first place. For example, Goldhaber and Hansen (2010) investigated two components of licensure
exams: Whether the information conveyed through these exams is consistent across various
teacher demographic groups and the effect of diversity within the educator workforce being
influential on the distribution of student learning gains. They explained licensure exams are
created to serve the function of “screening and signaling” (Goldhaber & Hansenm 2010). The
exams’ screening function serves to prevent incompetent teachers from entering the workforce
while permitting more able teachers to obtain their license. The signaling function reveals
whether a teacher’s actual score on the test offers a valid prediction of student learning.
Goldhaber and Hansen (2010) pointed out the false assumption of previous studies
implicitly accepting that the information provided from these exams is homogenous across
teachers. Their results indicated licensure exams’ primary screening function appears to be
uniformly applied across demographic differences among public schools but is only marginally
effective at identifying teacher quality (Goldhaber & Hansen, 2010). With regard to the signaling
function of the exam, their results showed the exams seem to function quite differently for
specific demographic subgroups in the teacher labor market, specifically Black and men teachers
(Goldhaber & Hansen, 2010). They also found significant and positive matching effects due to
pairing students with same-race teachers, which indicates workforce diversity may have some
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academic benefit for minority students, and this is also supported by multiple scholars in recent
research (Brookings Institute, 2018; Goldhaber & Hansen, 2010; The Learning Policy Institute,
2018; The National Council on Teacher Quality, 2019). Goldhaber and Hansen (2010) pointed
out, “our findings show that licensure tests provide only limited evidence of teacher
effectiveness, which varies across demographic groups, and that enforcing strict cutoffs has the
potential to both adversely affect minority student outcomes and decrease workforce diversity”
(p. 220). It is clear how the professional certification standards have served as a structural barrier
for EOCs in public education.
Socioeconomic status. In addition to problematic certification exams, the
disproportionality of SES within the U.S. across different racial and ethnic demographics also
contributes to the structural barriers POC face in public education, earning degrees, and
advancing in their careers (American Psychological Association [APA], 2017). For the purpose
of this review, the definition of SES is that utilized by the APA, “[SES] encompasses not just
income but also educational attainment, financial security, and subjective perceptions of social
status and social class.” The APA (2020) highlighted how low SES correlates with lower
educational achievement, poverty and poor health, and an overall negative effect on society.
They went on to point out how the relationship between SES and race and ethnicity is intimately
intertwined. According to the United States Census Bureau (2019), race and ethnicity are often
predictive of a person’s socioeconomic status. Furthermore, communities are often segregated by
SES, race, and ethnicity (National Center for Education Statistics [NCES], 2017), which
highlights how race is often predicative of underfunding and segregation in neighborhood or
community schools. Despite the educational reform efforts of NCLB (2002) and ESSA (2015),
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this structural barrier results in large gaps between minority and White student education
attainment and outcomes (NCES, 2017).
Minority racial groups in general are more likely to experience poverty than their White
counterparts and amongst the minority groups, Asians are less likely to experience poverty
(Reeves, Rodrigue, & Kneebone, 2016). Statistics from Kids Count Data Center (2020)
show roughly 40 percent of children and adolescents living in poverty are Black; over 30 percent
are Latinx, and less than 15 percent are White and Asian. Although Asian Americans are less
likely to experience poverty or low SES compared to other minority groups, Logan (2008) found
they are more likely to have income from four to five family members as opposed to White
families with one to two incomes. This difference in the amount of people in one household
bringing in an income signifies how one White man can make the same, if not more, yearly
income compared to a family of color with multiple members working to have an equal
homestead.
The disproportionality in SES amongst Black and Latinx people is further exacerbated by
the unemployment rate, which is double that of White people (U. S. Census Bureau, 2017).
Additionally, this structural barrier is not isolated to parents of children in public education. In
their study of college graduation rates and employment with the Center for Economic Policy and
Research, Jones and Schmitt (2014) found nearly 13 percent of Black college graduates between
the ages of 22 and 27 were unemployed in 2013, which was more than double the rate of
unemployment among all college graduates in the same age range. Furthermore, in their study on
wage gaps between Black and White Americans, Herring and Henderson (2016) found Black
men working full-time earn only 72 percent of the average earnings of comparable White men
and 85 percent of the earnings of White women. Again, we see the difference between people of
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color earned income to White people, and though strong efforts of POC to overcome these
structural barriers are beneficial, the demographic data shows massive disparities between White
individuals and POC. I now turn to discuss how low SES and institutional racism intersect.
The intersection of institutional racism and low socioeconomic status. Far from being
discrete challenges, institutional racism and SES interact. From lower expectations (Cherng,
2017), less rigorous curriculum (Reardon, 2008), attendance at higher poverty schools (APA,
2020), to higher dropout rates (APA, 2020), students of color are far more likely to experience
these negative effects if not because of low SES or because of the institutional racism that will
follow them through every sector of life.
Lower expectations for students of color were found to be linked with the performance
level of students of color in a longitudinal study published in 2017 by Cherng. Cherng (2017)
reported a teachers’ underestimation of their students’ abilities actually causes students to have
lower academic expectations of themselves, the lowest being amongst Black students, followed
by Latinx, Asian, and lastly White students. Cherng (2017) went on to signify this difference
amongst students of color and White students with percentages. Teachers in this study were most
likely to say their class was too difficult for Black students, with 18% of math teachers and 13%
of English teachers reporting this to be the case. However, only 8% of math teachers and 6% of
English teachers said their class was too difficult for White students (Cherng, 2017). This shows
how institutional racism may explicitly reveal implicit biases of teachers who did not intend to
create this barrier.
Consequently, a less rigorous curriculum follows lower expectations paired with low
SES. Funding allocations are based on property tax; therefore, fewer resources are given to poor
urban districts than to their suburban neighbors. However, studies consistently show school
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communities composed of high concentrations of low-income and students of color receive less
instructional resources than others within the same district (Darling-Hammond, 2001; Reardon,
2007). This is a common practice amongst large urban districts within the state of Minnesota as
well (Faircloth, 2020). Unfortunately, policies dictate school funding and resource allocations, so
this leaves many students of color with a plethora of negative consequences including “… fewer
and lower-quality books, curriculum materials, laboratories, and computers; significantly larger
class sizes; less qualified and experienced teachers; and less access to high-quality curriculum”
(Darling-Hammond, 2001 p. 208). These combined structural barriers create an even stronger
necessity for a more equitable and diversified education workforce.
The NCES (2017) also reported Black and Latinx students are more likely to attend highpoverty schools than Asian-Americans and Whites. Consequently, though high school dropout
rates have been reduced overall, the highest rates are amongst the Black and Latinx students.
Furthermore, in a study examining differential growth in the Black-White opportunity deficit
during elementary school among initially high- and low-scoring students found, in addition to
SES realities that may deprive students of valuable resources, high-achieving students who have
a low SES are less likely to go to college, or have a broad vocational outlook compared to highachieving students who do not identify as low SES (Reardon, Valentino, Kalogrides, Shores &
Greenberg, 2013). In addition to the struggle of education attainment often as a result of low
SES, POC often experience discrimination and marginalization which can serve as a hindrance to
upward mobility for ethnic and racial minorities seeking to escape poverty (APA, 2020).
Considering these structural barriers are deeply embedded in the public education system
supposed to serve all students (Carter Andrews et al., 2019) and providing what scholars have
critically examined with regard to POC in the education workforce, pre and post Brown, and
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SES, it is clear to see how federal, state, local-level, and legislative policies (how public schools
are funded) created structural barriers that supported the decline of Black educators in particular.
Considering the power dynamics as defined by American activists and researchers, Peggy
McIntosh, author of the well-known essay White Privilege: Unpacking the Invisible Knapsack
(1988) and Beverly Daniel Tatum, author of Why are all the Black Kids Sitting Together in the
Cafeteria? (2017), educators of color are situated as subordinate (oppressed and considered
substandard) in the field of public education while White educators assume the role of the
dominant (set up as the norm of society). All of this signifies and supports how the structural
challenge POC face within educational systems manifests between both institutional racism and
low SES. The statistics reflect how the low numbers of EOCs and AOCs comprise the lack of
representation amongst students of color; struggling through the system is exhausting. With the
addition of these power dynamics, these structural barriers transition to interpersonal relationship
barriers which will now be discussed.
Interpersonal Relationship Barriers for Educators of Color
With power dynamics placing EOCs in the subordinate category and White educators in
the dominant category, the interpersonal relationship barrier starts with teacher-student
relationships within public education (Jeffries, 2019; Smalls, 2018), follows throughout
preservice programs (Rodriguez-Mojica, Rodela, & Ott, 2020; Scott & Rodriguez, 2015), and
continues once EOCs are placed within the public education system (Amos, 2016; Griffin &
Tackie, 2016; Pizarro, & Kohli 2020; Shafer, 2018; Schneider & Schmidt, 2016).
Experience of students of color. It is understood amongst educational scholars that
students of color seldom see themselves as teachers or administrators partially due to the
underrepresentation of EOCs within public education (Carter Andrew et al., 2019; Carver-
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Thomas, 2018; Dilworth & Coleman, 2014; Griffin, 2018; Griffin & Tackie, 2016; Irvine, 2002).
Their vision of entering the education workforce is stifled by the lack of belief that they belong
due to microaggressions, which, in turn, creates interpersonal relationship barriers amongst
White teachers and the students of color they serve (Jeffries, 2019). The themes that emerged
from Jeffries’ (2019) study indicated success in school relied heavily on positive relationships
with teachers regardless of race and the greatest hindrance was due to microaggressions or
stereotypes experienced.
Smalls (2018) utilized a critical pedagogy, culture, microaggressions, and silencing
approach to frame a qualitative micro ethnographic case study. This study explored interactions
between a teacher and Black students revealing how teacher power can be used to stimulate
student engagement and manage behavior in addition to creating interactions with students that
are problematic (Smalls, 2018). The study went on to highlight the various power dynamics of
“… legitimate, coercive, and referent power and how students conformed or resisted” (Smalls,
2018, p. v). We see how students of color are challenged with these interpersonal relationship
barriers while in school, providing them with a choice to conform or resist as stated above, and
overcoming these barriers to only be faced with more in the future signifies the struggle a person
of color endures to become an administrator.
Within the teacher-student relationship and applying CRT, teachers assume a dominant
role as their privilege, title, and position within the classroom which fosters this power dynamic.
For White teachers, the ability to alter this dynamic to accommodate and combat
microaggressions, stereotypes, and systemic inhibitors becomes a greater necessity (Jeffries,
2019; Smalls, 2018). It is believed that power dynamics are altered or eliminated by the
dominant as opposed to the subordinate (Tatum, 2017). Another study highlighted the teacher-
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student relationship amongst students of color (particularly Black students) and their White
teachers as being historically rooted due to the narrative from which information is presented
being that of a deficit framework (Williams, Coles, & Reynolds, 2020). The study went on to say
these dominant narratives are regarded as being both universal and accurate, this adding to the
challenge and power dynamic students of color face (Williams et al., 2020).
Experience of preservice teachers of color. Despite the challenge of enduring the
system of public education for many students of color, there are those who accept the challenge
of joining the field of education professionally. However, interpersonal relationship barriers
including microaggressions and imbalance of power follow EOCs even within preservice
programs.
A study, titled, Employing CRT to examine the student teaching experiences of preservice
teachers of color in a graduate-level teacher education program committed to diversifying the
teacher force, “revealed racialized experiences and described how they responded to and resisted
racism within their student teaching placements” (Rodriguez-Mojica et al., 2020, p. 435). They
highlighted EOCs experienced “Racial, nativist and religious microaggressions [which] left them
feeling invisible, hyper visible, disrespected, and stereotyped by the very teachers responsible for
mentoring and guiding them into the teaching profession” (Rodriguez-Mojica et al., 2020, p. v).
Ultimately, the study found there is a need for teacher education program procedures and
guidance for student teachers witnessing and experiencing racism in their K-12 placements.
Researchers Scott and Rodriguez (2015) studied stereotype threats experienced amongst
Black men in a teacher education program also using a CRT framework, and the following
themes were found:
1. Racial microaggressions were embedded in the culture of higher education.
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2. University faculty has the freedom to make derogatory remarks about students of
color without any ramifications, disciplinary or personal consciousness.
3. Abuse of power and privilege of faculty.
4. Messages of low expectations, inferiority, and rejection are communicated to students
of color.
5. Whiteness as the norm is further communicated to White students.
6. Messages are communicated to White students that it is appropriate to openly speak
about their racial bias toward students of color in a public forum.
7. People of color are not welcomed in education. (p. 707)
Johnson-Ahorlu (2012) supported these findings as their study contended the lack of support
administered to Black students specifically from faculty at certain pre-service institutions as
being “blatant and cruel” (p. 648). Milner (2012) found pre-service EOCs are more likely to
perform well in school if they were not subjected to ongoing racism. I highlight these studies to
signify how these interpersonal relationship barriers affect basic academic support, quality of
education, and opportunities to fulfill personal goals and career aspirations for EOCs (Scott &
Rodriguez, 2015).
These studies, like many others, highlight the inhibitors for building interpersonal
relationships between EOCs and their professors or cooperating teachers. Again, the power
dynamic is unique in that though situated in a position of service (like many educators), White
privilege, in addition to being in a Eurocentric influenced institution, creates a position in which
EOCs assume the subordinate role once again (Harris & Leonardo, 2018). As much as this data
highlights the challenges EOCs face, the term microaggression is not without criticism; Kendi
(2019) stated, “What other people call racial microaggressions I call racist abuse. And I call zero
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tolerance policies preventing and punishing these abusers what they are: antiracist. Only racist
shy away from the R-word - racism is steeped in denial” (p. 83). Although these racist power
dynamics are limiting, POC are eventually placed in public education where their representation
matters greatly (Carver-Thomas, 2018; Darling-Hammond, 2017). I next highlight what scholars
have said with regard to the interpersonal relationship barriers EOCs face once placed in public
education.
Teachers of color. Once placed within the system of public education, the interpersonal
relationship barriers manifest in toxic work environments (Griffin & Tackie, 2017), isolation
(Amos, 2016; Shafer, 2018), negative stereotyping (Schneider & Schmidt, 2016), and continued
microaggressions (Pizarro & Kohli 2020). It is important to highlight the connection of these
barriers and aspiring administrators of color; AOCs have overcome these barriers and continue
within the field of education because the need to further diversify it is so great.
In their article Griffin and Tackie (2017) explored the perspectives of teachers of color
identifying factors contributing to their stay and their decision to leave. They found amongst the
most commonly touched on topics, the suffocating work environments were a leading factor as
to why many leave (Griffin & Tackie, 2017). They also mentioned the assumption to place
problematic students in their classes who happen to share the same ethnicity creates a stressful
classroom environment they feel obligated to accept even when their experience is within the
first three years of teaching (Griffin & Tackie, 2017). This creates a barrier between
administration and EOCs as they are generally responsible for student classroom assignments.
Shafer (2016) highlighted some EOCs experience isolation, thus contributing to the
interpersonal relationship barrier. Isolation can manifest in multiple ways such as singling out
EOCs during staff meetings (Santoro, 2015), forcing them to answer questions about their entire
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race, or their value can be seen as a threat to their White teacher counterparts (Amos, 2016). A
study examining the relationship between bilingual Latinx teachers and White teachers using a
White racial theoretical framework found a combination of systemic racism and feelings of
jealousy contributed to White teachers viewing Latinx teachers as competitors rather than
collaborators (Amos, 2016). This caused feelings of isolation on behalf of the Latinx teachers.
Researchers Schmidt and Schneider (2016) examined the experiences of EOCs with
regard to being a diversity hire (hired on the basis of being a minority rather than being the best
candidate for the job). They found one of the most discussed issues relating to interpersonal
relationship barriers was the constant grappling (deciding whether or not experiences and
reactions were due to race or another variable; Schmidt & Schneider, 2016). These feelings are
validated by past experiences and the understanding of the power dynamic in which EOCs are
placed thus implicating issues of trust with the relationships they encounter within public
education (Bristol & Goings, 2019; Scott & Rodriguez, 2015).
To further discuss how stereotypes contribute to the interpersonal relationship barriers
EOCs face, and microaggressions surface which adds to the challenge of teaching in the public
education system (Pizarro & Kohli 2020). For example, Pizarro and Kohli (2020), shared their
findings from the stories they captured from justice-oriented, urban, EOCs. Their stories revealed
combating racism in their professional contexts and ongoing experiences have detrimental
impacts on their well-being and retention in the field (Endo, 2015; Pizarro & Kohli, 2020).
Considering the power dynamic within education between teachers (subordinate) and
administrators (dominant), it is imperative that administrators ensure a well-informed and
supportive environment for EOCs not only for their benefit but to also grow the diversity of the
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public education system. I next discuss what scholars have said with regard to why EOCs should
consider advancing into administration.
Administrative Practices That Support the Advancement of Teachers of Color into
Administration
The necessity of having more teachers of color is widely researched; however, it is only
one factor contributing to the challenge of diversifying the education workforce. Being one of
the richest nations in the world and having a failing public education system seems like an
oxymoron. Well-known educational researchers point to multiple variables that contribute to the
failure of the public school system with puzzling statements of seemingly unachievable changes
and reform (Bourdieu, Coleman, & Coleman 2019; Darling-Hammond, 2018; Ravitch, 2016).
With the opportunity deficit growing for students of color and low socioeconomic status (SES)
students, the possibility of a bright future is dim (Carnevale et al., 2019). To be clear, even when
a kindergarten student in the highest quartile of SES begins school with low math scores, they
often receive the support they need to increase their scores, earn college degrees, and work in
good entry-level jobs as young adults. Their low SES counterparts can start out with high
academic achievement, but without the same supports available as their high-SES peers, 69%
will remain in the lowest SES quartile (Carnevale et al., 2019). Meanwhile, technology
advancements are growing just as rapidly as the opportunity deficit, and artificial intelligence is
at an all-time high, while the means for human intelligence for all is sorely lacking (Naudé,
2020).
Solutions
Although there is not one solution to this issue and each school is as unique as the people
in them, many suggest varying methods for change (Darling-Hammond, 2018; Drummond,
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2019; Muhammad & Cruz, 2019). To begin, scholars propose the examination of the following:
the quality of teachers and teaching, the development of curriculum and assessments that
encourage purposeful learning by both students and teachers, the design of schools as learning
organizations that support continuous reflection and improvement, enlightened long-term
leadership, and racial equity measures (Darling-Hammond, 2018; Drummond, 2019; Muhammad
& Cruz, 2019). Despite these proposed solutions, what is unusual is that these seemingly
inevitable disparities in the United States are not typical in other developed nations around the
world (UNESCO, 2018). Furthermore, Darling-Hammond (2001) reported:
Few Americans realize that the U. S. educational system is one of the most unequal in the
industrialized world, and that students routinely receive dramatically different learning
opportunities based on their social status. In contrast to European and Asian nations that
fund schools centrally and equally, the wealthiest 10% of school districts in the United
States spend nearly 10 times more than the poorest 10%, and spending ratios of 3 to 1 are
common within states. (p. 208)
Additionally, more equitable investments made by high-achieving nations are focused on
critical elements of the system which include effective teachers and leaders (Darling-Hammond,
2018). Granted, other developed nations are more homogenous than the U.S. with regard to race,
so this challenge of students being able to identify with the educators who represent them is not
as prevalent (Du Bois, 2020). Solutions discussed to contribute to the discussion of this study
include: Increasing leadership of color, creating opportunities to discuss race, challenge the
current systems, and mentorship.
Increasing leadership of color. I now focus on a different challenge, increasing
leadership of color. According to NCES (2020), in 2017-18, about 78% of public school
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principals were White, 11% were Black, and 9% were Hispanic, and those who identified as two
or more races, Asian, and Indigenous, each made up 1% of public school principals, and those
who were Pacific Islander made up less than 1% of public school principals. The public school
student population is projected to only increase in diversity; in fact, NCES (2020) predicted over
55% of the public student population will identify as non-white by 2024.
Administrator practices that encourage the advancement of teachers of color are essential
in increasing the diversity of the education workforce (Beard, 2019; Bryan, Milton, & Williams,
2017; Briscoe & Khalifa, 2015; Khalifa, Dunbar, & Douglas, 2013). Support and competency of
administrators has been found to be positively associated with teachers of all races (Beard, 2019;
Bryan et al., 2017). Many principals of color expressed advancing into administration provided
them with more influence in the public education system and the community compared to being
a classroom teacher: “principal’s actions to support urban school reform and community
improvement included the following: positioned the school as a social broker in the community,
linked school culture to community revitalization projects, and connected instruction to
community realities” (Green, 2018, p. 111). Additional scholars pointed to the following with
regard to practices of administrators that support the advancement of EOCs into administration:
Support in the form of facilitating conversations about race (Beard, 2019; Goodan & Dantley,
2012), challenging current systems (Briscoe & Khalifa, 2015), and mentorship (Bednar &
Gicheva, 2017; Theis, 2020). Each of these supports are explored in detail below.
Creating opportunities to discuss race. In a qualitative study with a EOCs affinity
group, Beard (2019) reported retention in public education for these teachers relied on the
support of administrators as well as a district focus on providing opportunities for conversations
about race. Goodan and Dantley (2012) also supported this assertion, as their article “… outlines
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pragmatic ways in which educational leadership preparation programs can address the failures of
the dominant system to embrace and struggle with the American issue of race in education” (p.
237). They highlighted self-reflection and the inclusion of race in language is essential in
overcoming the societal barrier of race in education leadership preparation programs (Goodan &
Dantley, 2012).
Challenge current systems. Furthermore, in their CRT study identifying administrative
practices that challenge current systems, Briscoe and Khalifa (2015) found “… if school leaders
find systemic racial bigotry, then they must challenge it or they will—intentionally or not—
reproduce it” (p. 501). This form of support takes beliefs into action, thus eliminating the
structural barrier of institutional racism for POC in public education systems. In another study
examining race in a framework for leadership, Goddan and Dantley (2012), identified practical
ways in which educational leadership preparation programs can challenge the failures of the
dominant system as a means to embrace and struggle with the American issue of race in public
education. They went on to report the impact of racism and the practice of blending selfreflection, introspection, as well as intellectual work, are viable mechanisms to face the matters
of race in preparing prospective school leaders (Goddan & Dantley, 2012).
Mentorship. The final support scholars highlighted for administrators supporting
teachers of color advancing into administration is mentorship. In their study of workplace
support for minority workers in public sectors, Bednar and Gicheva (2017) reported mentoring
from high-level administrators decreases worker turnover in addition to being essential in
maintaining or growing minority representation in relatively less-diverse organizations. Theis
(2020) also reported amongst K-12 Latina leaders, “… having mentors was a key factor to their
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success, especially during the early years of their careers” (p. 88). Having this kind of support is
necessary for growing the diversity of public education.
Public education is thought to be a reflection of society, a way to prepare the next
generation. With the consideration of CRT presented by legal scholars, Bell (2008), Delgado and
Stefancic (2017), Lawrence and Davis (2019), Matsuda (2018), and Williams (1991) along with
understanding power dynamics in public systems (Khalifa et al., 2016), if there are more leaders
of color, the students can imagine themselves in leadership roles as well. Which is another
benefit of having leaders of color in the public education system.
Conclusion
In conclusion, the necessity of increasing the education workforce to meet the needs of
students by having more teachers and leaders of color is a high priority (Carver-Thomas, 2018;
Darling-Hammond, 2017). To review, the topics discussed in this chapter included an overview
of how this study used critical race theory as a framework, a historical overview of people of
color in public education divided into the “eras” of education in the United States, the
importance of increasing administrators of color, and barriers and supports of administrators of
color. This study adds to the growing, but limited, literature which highlights the need for a
diversely robust public education leadership workforce. Identifying the perspectives of
preservice administrators of color provides implications for current administrators in their pursuit
of diversifying the public education workforce.
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Chapter 3: Methodology
Education is multilayered; it is under constant reform, and involves collaborations among
many structures including schools, families, communities, post-secondary institutions, and
government (McMillan & Schumacher, 2010). The diverse array of people and political forces
that encompass it make public education a source of power for the successful trajectory of any
person in the U.S. (Darling-Hammond, 2018). Research generalizations for education are limited
in scope, this study included, because the U.S. educational system is so heterogeneous and
decentralized, which is part of what makes the nature of teaching and learning so complex
(McMillan & Schumacher, 2010). This chapter describes the research design of this dissertation
which sought to understand the perspectives of educators of color advancing to administration in
Minnesota. With the opportunity deficit at an all-time high and a withering teacher of color
educational workforce, this study sought to inform district leaders about the perspectives of
educators of color wanting to advance into administration. I discuss my use of qualitative
research methodology, critical race theory (CRT), research questions, data collection methods,
and analysis strategies. The following discussion outlines my specific rationale for using
qualitative design.
Qualitative Research Design
This case study used a qualitative design. Qualitative research presents explanations of
the “… realities as perceived by the participants” (Galvan & Galvan, 2017, p. 81). Yin (2017)
explained, “Case studies also are relevant the more that your questions require an extensive and
‘in-depth’ description of some social phenomenon” (p. 4). For this case study, the reality of
educators of color advancing to administration was important to understand as their perspectives
contribute to diversifying the public education workforce (Campbell, 2015). The goal, then, of
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using a case study with a qualitative design approach is to gain a deep understanding of the
perspectives of EOCs advancing to administration, and this cannot be captured solely using
quantitative measures due to the complexity of the individual narratives (McMillan &
Schumacher, 2010). Additionally, Patten and Newhart (2017) stated, “When little is known about
a topic, qualitative research should usually be favored” (p. 26). The advantages of qualitative
research designs include “collect(ing) local knowledge and giv(ing) voice to participants …
gathering data in context … not trying to generalize to known populations” (Patten & Newhart,
2017, p. 114). This case study aimed to have a plan while still having the flexibility; Yin (2017)
referred to this as a “… linear but iterative process” (p. 1). With a qualitative case study design
approach, I was able to focus on narratives that had otherwise been missed.
The use of quantitative methods with regard to the EOCs retention rates have been
discussed and researched in great detail (Achinstein, Ogawa, Sexton, & Freitas, 2010; Beard,
2019; Bryan, 2018; Griffin & Tackie, 2016), along with multiple statistical reports revealing the
growth of diverse student populations and the need for a greater diversified educational
workforce (Alliance for Education, 2005; Darling-Hammond, 2018; NCES, 2020; United States
Department of Education, 2016). Where the research is lacking is the qualitative case study
approach in discussing the perspectives of EOCs advancing to administration. The topic is of
particular interest and importance because, as stated previously, schools that have administrators
of color are more likely to hire and retain more teachers of color, thus further diversifying the
public education workforce (Bartanen & Grissom, 2019). This study captured the perspectives of
a group of EOCs advancing to administration in Minnesota.
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Conceptual Framework
The theoretical framework of critical race theory (CRT) used in this study is a
multidimensional concept targeted at understanding and challenging racism for what it is while
examining the transformational potential CRT can bring to society (Napier, 2019). Critical race
theory was originally developed by public policy scholars in response to the oppression of people
of color prevalent throughout the 1970s (Hughes, Noblit, & Cleveland, 2013; Napier, 2019).
Critical rae theory was founded on the belief that racism is a historically and socially constructed
cultural force in the United States (Hughes et al., 2013; Napier, 2019;). For example, Gillborn
(2019) found the majority of racism remains hidden beneath a facade, and it is only when
obvious forms of racism occur that it becomes problematic to most people. To localize this
notion, consider education policy change and how it can be used as a large-scale attempt to
address vast inequities (like the opportunity deficit) that persist and are perpetuated in the U.S.
K-12 education system (Radd & Grosland, 2018). A 2018 study dissected the text of the
Minnesota Desegregation Rule to identify underlying discourses (such as deficit framing) as it
relates to race, racism, and social justice. The researchers, Radd and Grosland (2018),
highlighted how without active engagement of critical lenses, well-intended social justice efforts
can go awry while discursive practices that undermine social justice progress and antiracist
efforts continue. The article went on to say “… critical consciousness and racial literacy are
essential in social justice and antiracist policy making and educational leadership” (Radd &
Grosland, 2018. p. 395).
In Chapter One, I discussed the five tenets of CRT: the centrality of race and racism in
society, the challenge to dominant ideology, the centrality of experiential knowledge, the
interdisciplinary perspective, and the commitment to social justice (Taylor et al., 2009).
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Although Bell (2008) introduced the four categories of counter storytelling, permanence of
racism, whiteness as property, and interest convergence, it was not meant as a dismissal of the
five tenets of CRT, but rather a critique that allows for qualitative connection to the three tenets
of experiential knowledge, social justice, and race and racism. Counter storytelling is the process
of exposing myths the majority has accepted as fact through narrative stories, a means to
understand what life is like for others by inviting the reader to challenge stereotypes previously
held toward other races (Delgado & Stefancic, 2017). Counter storytelling connects with how
one would express experiential knowledge with an aim of social justice. Permanence of racism
acknowledges the dominant role racism plays in U.S. society whether it is implicit or explicit
(Bell, 2008; Napier, 2019).
Acknowledging permanence in this study allowed for the deficit thinking with words
such as “colorblindness” (as mentioned in Chapter One) to be eliminated as this study allowed
for open and honest dialogue. Whiteness as property examines educational inequities in
curriculum by asserting access to high-quality, challenging curriculum being exclusively
afforded to White students (Ladson Billings & Tate, 1995;l Napier, 2019). These instances were
discussed in Chapter Two about the history of POC in public education. The final category,
interest convergence, is the extent to which White people will advocate for racial justice only if
their interests benefit as a result (Delgado & Stefancic, 2017). For example, Bell (2008) used
Brown v Board of Education (1954) as a prime example of how policy changed only because the
benefit was for White people as well. He believed Black and White people converged on this
issue of “desegregation” only because the White people were benefiting in return. As Bell (2008)
pointed out, the interest of civil rights movements paired with the self-interest of wealthy Whites
allowed them to preserve a positive international image. Interest convergence is beyond the
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scope of this study but could be an extension of it in the future with the inclusion of White
teachers pursuing an administration license. The tenets of CRT utilized most for this study
included social justice, experiential knowledge, and race and racism.
The underlying concepts of CRT address many barriers related to education and
psychosocial outcomes including those involving higher education and career choices (Estrada,
Hernandez, & Schultz, 2018). Critical race theory acknowledges racism as a common part of
U.S. life where the experiences and perceptions of people of color are examined (Bogdan &
Biklin, 2007). The use of CRT acknowledges race and how it can influence decisions made by
people of color (Bell, 2008). Furthermore, CRT focus on the relationships between racism,
power, and social class, where scholars implore those in education to raise questions, to engage
in purposeful dialogue, and to produce research where CRT serves as a framework and tool to
examine the presence of institutional racism (Ladson-Billings & Tate, 1995; Murray et al., 2015;
Napier, 2019).
Utilizing CRT as a conceptual framework to probe deeper into the scope of racial
inequalities throughout educational systems connects clearly to research studies focused on
education (Bogdan & Biklen, 2007). In the context of this study, the components of CRT
comprise the theoretical foundation used to study what influenced EOCs to pursue an
administration license. In this way, CRT provided a knowledge base from which to explore the
educational challenge of poor diversification in public education (DeCuir-Gunby, 2020).
Additionally, CRT is an initiative intent on creating systemic transformation by not only seeking
to comprehend implicit or explicit racism but also proposing solutions to change it (DeCuirGunby, 2020). Another characteristic of CRT that fit within the context of this research is the
unique perspective of lived experiences. According to Bogdan and Biklin (2007), “Previously
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marginalized peoples can narrate their stories and the new stories expand the concept of the
‘normal’ narrator and contest the traditional stories continually told about the experiences of
Americans” (p. 22). I now turn to discuss my research questions, which are informed by CRT.
Research Questions
The questions that guided my study were:
1. What experiences do educators of color pursuing an administration license perceive
as being pivotal in determining their navigation through education?
2. What do educators of color perceive as barriers or supports with regard to
advancement into administration?
3. What are the perceptions of educators of color with regard to how administrators
supported (or challenged) their advancement into administration?
Each question was formulated with the CRT framework as a focus. The three of the five tenets
that shape this research include social justice, experiential knowledge, and the centrality of race
and racism. As stated previously, these tenets address Bell’s (2008) categories of counter
storytelling, permanence of racism, whiteness as property, and interest convergence. Question
one aimed to capture the experiential knowledge of teachers of color, as it provided the
opportunity for counter storytelling with interview questions that probed at narratives that
provide a historical context for each participant. Question one also addressed and focused on the
centrality of race and racism as a possible role in the navigation of school. Question two related
to the tenets of social justice, experiential knowledge, and the centrality of race and racism with
asking interview questions that allowed participants to share their experiences including the
challenges they may have faced related to social justice. Question two also allowed for
discussion regarding permanence of racism with interview questions that gathered details related
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to race and if that was a factor in the decision’s participants made to pursue an administration
license. Question three aimed to again capture social justice, experiential knowledge, and the
centrality of race and racism by allowing participants to share their perspectives with regard to
how they think administrators can help with further diversifying the public education workforce
in addition to ideas related to interest convergence and permanence of racism. The interview
protocol (Appendix A) shares each research question along with the interview questions asked to
identify the participants’ perspectives. I now explain the participants and the research site.
Participants and Research Site
I interviewed EOCs advancing to administration who were enrolled in the administrative
license program at Benjamin E. Brown University. This program is attractive to many students
around the state due to its convenience of a 100% online format. Purposive sampling was
conducted with the utmost assurance that participation in this study was completely voluntary
and aside from gain of being reflective, participants would not be compensated with credit for
the program for which they were enrolled. Additionally, participants were screened beforehand
to self-identify as a person of color. Once participants were selected, the interview format was
conducted utilizing health and safety precautions in light of the Covid-19 Pandemic. Interviews
were done using Zoom where participants reflected in a place of comfort of their choice. This
research aimed to be objective in order to add knowledge to a growing research base. Below in
Table 1 is participant demographic information which includes names that are pseudonyms to
protect their identity.
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Table 1
Participant Demographic Information
Participan
t
Pseudony
m

Gender

SelfIdentificati
on

Position

Teaching
License

Schooling

Interview
Date

Penny

Female

Black/Afric Special
an
Education
American
Teacher

Licensed

K-12
Public
Schools in
Minnesota

3/1/2021

Bobby

Male

White &
African
(Sudanese)

Teacher

Licensed

K-12
Public
Schools in
Minnesota

3/3/2021

Trudy

Female

Hmong
(First
generation)

Teacher

Licensed

K-2 Public
Schools in
Washingto
n 3-12
Public
School in
California

3/5/2021

Oscar

Male

Black/Afric Dean of
an
Students
American

Unlicensed

K-5 Public 3/9/2021
School in
Minnesota;
6-8
Charter/Alt
ernative
School in
Minnesota;
9-12 Public
in
Minnesota

Bebe

Female

Somali
(First
generation)

Licensed

K-2 Public
in Somali
Africa; 312 Public
Virginia

Assistant
Principal

3/15/2021
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Table 1
cont.
Randi

Female

Black/Afric Special
an
Education
American
Teacher

Licensed

K-12 mix
of Public
and
specialized
schools in
New York

3/14/2021

Timothy

Male

Somali
(First
generation)

Teacher

Licensed

K-12
Public
schooling
in Somali
Africa

3/15/2021

Zoey

Female

Latina

Learning
Lead

Licensed

K-12
Public
Schooling
in
Minnesota

3/24/2021

Nubia

Female

Alaskan
Native

Learning
Lead

Licensed

K-3
Parochial
School in
Indiana; 412
Parochial
School in
Minnesota

3/25/2021

Carlos

Male

African
American
(Biracial)

Dean of
Students

Licensed

K-12
Public
School in
Minnesota

3/31/2021

It is important to mention that a participant who was interviewed was not included in the
findings of the data collection. Although screening of participants was purposefully conducted,
this individual insisted on participating. As stated in the interview protocol and recruitment
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correspondence, the perspectives of only educators of color were included in this study, this
participant did not identify as a person of color and thus could not be included in the analysis.
Role of Researcher
My role as the researcher is explained both for professional and personal purposes. Each
purpose is explained separately to give a full scope and sequence of my presence in this research.
Beyond the profession and personal positionality of this qualitative study, the degree to which
the confirmability of this study could be accessed by the reflective practice of answering these
four questions:
What do I believe underpins my knowledge of life? Where did I gain this belief? How
does this belief influence the way I react to situations and people? How do the
assumptions, which I have accumulated from my life experiences, affect my reflexivity in
my research? (Pitard, 2017)
Professional
As a teacher of color and a recent administration student, this research had immediate
benefits. Being mindful of the ethically appropriate relationships between the participants of this
study and me was at the forefront of each interaction (Maxwell, 2012). I understand my reality is
different from my participants; however, as educators of color we shared some similarities which
added to the themes discussed in Chapters Four and Five. Furthermore, as an informed
researcher, I also understand the value and possible barriers EOCs participants are working
through. On the whole, educators of color face the systemic and interpersonal barriers of being
racially isolated, dissatisfied with administration, dissatisfied with test-based accountability
systems, lack of mentoring and support, and lack of autonomy and influence (Educator Policy
Innovation Center, 2015). However, as the research has indicated, having an educator of color
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improves academic performance, especially if the educator of color and the student share the
same racial background (Bartanen & Grissom, 2019).
My decision to become an administrator is filled with both hope and distress. As a career
oriented individual and as a teacher, there are many paths to choose from, starting with being a
teacher leader in which I would stay in the classroom and lead in that capacity. I could also teach
at the graduate level to share my knowledge with new people to the profession, while continuing
to develop and expand my craft. I have decided to go into administration for the potential
expansion of my reach to others who believe in the need for systemic dismantling and change. I
also understand the importance of representation for marginalized student groups, and it is here
where I turn my professional stance into a personal one.
Personal
As a multicultural individual who attended the urban Saint Paul Public school system and
successfully obtained a Bachelor of Arts, Master of Arts, Master of Science, and is pursuing a
Doctoral degree, it would seem that the system worked for me. I was given and sought out for
multiple opportunities that helped me navigate and reach my personal goals. What puzzles me is
how this same system has failed so many of my Black and Latinx counterparts. Even further, I
was perplexed as I wrote this dissertation to find that though I hold multiple degrees, come with
a wealth of experience, am representative of many students of color, I still struggle with
advancing. I take on this research to find the answers to help change the trajectory of students
who are currently being failed. I take on this research to push for a greater change within our
confined systems to be a change agent. I took my journey and my experience with me as I
navigated the relationships between myself and my participants. These interviews were a series
of reflective conversations with educated colleagues who willingly shared their important and
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valuable perspectives. My goal was to capture their authentic, relaxed, and transparent selves. As
much as my contribution to the field of education will be, our voices together will be heard and
considered. I found answers with them and discussed ways in which we will begin to change the
future for our students who desperately need our unwavering attention.
Research Ethics
To the extent to which I involved my participants can be metaphorically processed as me
being the gardener and the participants, the garden (Mason, 2017; Salmons, 2015). This is a
nurturing process with a discussion of a sensitive topic. With a critical paradigmatic approach,
the consideration of social (in)justice is always at the forefront. The semi-structured interviews
discussed below can be seen as a means of restorative and social justice for the harm the
education system has induced. Restorative and social justice aim to address offenses by focusing
on the harm done to victims, while still holding offenders accountable for their actions and often
also engaging the community in the resolution of the conflict (Winslade, 2018). Because the
education system is not just one person, the inclusion of its participation in a true restorative or
social justice process is not possible, but having a safe place for a reflective conversation with
someone who shares the same challenges and cultural norms is a form of healing from the harm.
The societal component of this research was an overarching guide to the reality the participants
constructed. This was a puzzle that must be constructed, analyzed, and synthesized in the efforts
of policy change, program change, systemic dismantling and rebuilding, and belief change. It
was my assumption that their experiences were as different from mine as it was from a White
teacher’s perspective, but the differences and similarities discovered pose uncharted information
led to implications for further research and practice.
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Due to the worldwide pandemic of COVID-19, interviews were conducted via Zoom and
participants could choose where they felt most comfortable to share their narratives of
experience. Additionally, taking into consideration the nature of our discussion, value and
sensitivity on behalf of myself will be practiced at all times. Finally, I created pseudonyms for
each participant and encrypted recordings and transcriptions on a password protected computer.
An ethical manner of conducting this qualitative research to ensure a high degree of reliability
was practiced. Finally, the credibility of this study aligned with the cautionary procedures
mandated by the Institutional Review Board (IRB). The research procedures of this study
allowed for transferability conducted by other practitioners who saw value in the findings and
who wished to understand more about this topic given the information presented. Due to the
nature of qualitative research design and the precautionary efforts with regard to the ethical
concerns of research with people, dependability of this study adhered to the accepted criteria
outlined by Maxwell (2018).
Instrumentation and Protocols
My approach to collecting data was interviews. Interviews provided opportunities to
highlight the voices of participants in their own words. They shared their narratives in response
to the research question and intellectual puzzle that drove this research. I understand that surveys
regarding this topic have been utilized in past research; however, surveys include premade
answers for one to conform to. I believe this is an opportunity to share individual voices in a
reflective conversation. I generated interview questions that gleaned contextual knowledge
focused on relevant specifics in each interview. I steered clear of general knowledge questions
and asked about a clear narrative of their experiences, being sure to not ask “would you …” but
rather “what did you …” The semi-structured interview style focused on questions supported by
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previous research in addition to questions that allowed for a complete understanding of my
participants’ experiences and perspectives. Mason (2017) provided a list of actions to achieve a
productive interview session: Use language that makes sense to participants, be related to their
circumstances and experiences, be sensitive to participants in accordance with ethical position
and moral practice, help the flow of the conversation by listening intently, and maintain and
ensure focus on the topic of the research question I am trying to understand. I was able to use
these in addition to constant reflexivity during this process. Finally, due to a worldwide
pandemic lasting from late 2019 to present day, online interviews were used for the safety of
both myself and my participants.
Procedures and Analysis
Ten participants were selected through a voluntary email invitation (see Appendix TBD).
After participants self-identified as a person of color they were required to sign the study consent
form (see Appendix TBD). A record of these documents is electronically protected. Participants
scheduled different times to interview using safety procedures due to Covid-19. Interviews were
recorded and transcribed using Zoom and the transcription function the application offers. After
the interviews were transcribed, another read through of the interview while listening to the
recording was conducted in an effort to best capture the perspective of the participants. After
thorough transcription was conducted, and in an effort to increase the quality of my findings yet
remain true to the voice of my participants, coding procedures were used. Coding also prevented
me from overlooking potentially new and surprising data, and it allowed for revisiting all aspects
of my data which revealed things I had not noticed initially (Linneberg & Korsgaard, 2019). As
Saldaña (2009) explained it, I took a pragmatic eclecticism approach in which the belief in “…
the necessity and payoff of coding … yet wish to keep themselves open during initial data
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collection and review before determining which coding method(s)—if any—will be most
appropriate and most likely to yield a substantive analysis” (p. 47).
With the purpose of structuring my collected data from extensive interviews, codes were
essential in creating the framework from which I built my analysis (Linneberg & Korsgaard,
2019). Again, the goal of this qualitative research was to reveal the voices of my participants
with regard to the relationships they share, and coding allowed for additional validity and layers
of understanding of my participants and their unique perspectives. The interviews were a means
to collect data both inductively and deductively due to the recent research finding related to
educators of color and their experience along with a strong desire to capture the important voices
of my participants (Linneberg & Korsgaard, 2019). Additionally, language processing
technology (LPT) for coding was utilized to address biases, subjectivism, and increase the
reliability of the results (Linneberg & Korsgaard, 2019). The goal with coding and the use of
interviews to collect data was to obtain the undeniability of the findings while simultaneously
providing detailed accounts of my research topic allowing the stories of my participants to unfold
and relate to their experiences (Bochner, 2018). The interview protocol can be found in
Appendix (TBD).
Assumptions, Limitations, and Delimitations
The assumption connected with this study was the belief in ethnic matching, “… social
identity theory suggests that social groups an individual identifies with guides the behavioral,
beliefs, and attitudes of individuals” (Agosto, 2019, p. 6). It was my assumption that participants
would feel more comfortable and safer having this reflective conversation with me rather than
someone who did not identify as a person of color. Additionally, I, like my participants, would
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strive to do what Temple University Professor Ama Mazama told Dr. Kendi, “Just tell the truth.
That’s what we should strive to do. Tell the truth” (p. 311)
Limitations serve as the accepted and often unmanageable principles that may hinder the
reliability of a research study and/or the researcher’s ability to draw conclusions for implications
(Roberts, 2010). When the research for this study began, the world was very different, because it
was a pre-Covid-19 era in which social distancing of six feet and wearing a mask was not a
normal part of our days. Currently, Covid 19 has taken the lives of over 700,000 Americans and
the victims of this virus continue to grow. Being mindful of safety but also being cognizant of
the loss as it pertained to in-person interviews, this posed as a limitation in my research that I
hope someday will be a practice of the past (Stone, 2021). Limitations identified that are beyond
the scope of this study include gender and practicing administrators. The delimitations associated
with this study include the perspectives of White educators pursuing administration licenses
within the interviewed EOCs advancing to administration who were enrolled in the
administrative license program at Benjamin E. Brown University. The goal of this study was to
take a deep dive into the perspectives of educators who are pursuing their advancement with
regard to transferability. Furthermore, the themes identified provide implications for future
research and practice. Research generalizations for education are limited in scope, this study
included, because the U.S. educational system is so heterogeneous, and the nature of teaching
and learning is so complex (McMillan & Schumacher, 2010).
Conclusion
The authenticity of this study is based on the rigorously conducted procedures of
interviewing, coding, and reflexivity. The implications of this study presented insights and
conclusions that resonate with readers, practitioners, policymakers, and other researchers
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(Merriam & Tisdell, 2015). The credibility of this study aligns with the cautionary procedures
mandated by the Institutional Review Board (IRB). The research procedures of this study allow
for transferability conducted by other practitioners who see value in the results and who wish to
understand more about this topic given the information presented. Due to the nature of
qualitative research design and the precautionary efforts with regard to the ethical concerns of
research with people, dependability of this study adheres to the accepted criteria outlined by
Maxwell (2018) using five components: Goals, conceptual framework, research questions,
methods, and validity. Maxwell (2018) stated,
What is innovative is the way the relationships among the components are
conceptualized. In this model, the different parts of a design form an integrated and
interacting whole, with each component closely tied to several others, rather than being
linked in a linear or cyclic sequence. (p. 4)
This study was conducted with a flexibility most qualitative studies follow.
Following the foundational research presented in Chapter Two, Chapter Three has
described the methodology and research design, while also explaining the population and
participants in order to support the study’s purpose, goals, and research questions. Chapter Three
detailed the instrumentation, reliability, data collection, and data analysis protocols prior to
closing with the study’s limitations. Chapter Four presents this study’s research findings.
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Chapter Four: Findings
Racist ideas have defined our society since its beginning and can feel so natural and obvious as
to be banal, but antiracist ideas remain difficult to comprehend, in part because they go against
the flow of this country’s history. (Kendi, 2019, p. 38).
The focus of this study was capturing how current building administrators can support
educators of color pursuing an administration license. Through the interview process discussed
in Chapter Three, I was able to gain insight into the experiential knowledge of 10 educators of
color pursuing an administration license. Currently, the US public education system is failing
students of color, as discussed in Chapters One and Two. The opportunity deficit in Minnesota is
among the worst in the nation even though it appears to be a successful system; unjustly, this is
only for white students. Following Bartanen and Grisson (2019), I argue a remedy for this deficit
is the intentional increase of administrators of color.
After thorough analysis and coding of my findings from my 10 participants, support from
previous scholars, and using my theoretical framework of critical race theory (CRT), several
themes emerged. My research questions were based on CRT with an emphasis on the centrality
of race and racism in society, social justice, and experiential knowledge. With the
acknowledgement of racism in our society, CRT, and striving to be antiracist, this study creates a
platform for marginalized groups working within public education by highlighting their
narratives as a means to further diversify the education workforce.
To begin, the experiences of my participants reflect accounts of family and community
being pivotal in determining their navigation through education. Additionally, with regard to
advancement, many participants shared colleagues, family, and community as being both a
barrier and support. The common narrative amongst these participants emphasized the
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opportunity to be authentic as being an integral part of their decisions to advance into
administration given the confines of being in a field where they are not seen as leaders. A clear
message was expressed in the data that emphasizes the social construct of schools that must be
dismantled in order to move in a direction of equity. Kendi (2019) described this social
construct, “Racist ideas make people of color think less of themselves, which makes them more
vulnerable to racist ideas. Racist ideas make white people think more of themselves, which
further attracts them to racist ideas” (p. 8). As social justice advocates, our ability to be equity
change agents come from being a community of antiracists. As educators working in an
institutional racist system such as the public education system, our responsibility to be equity
change agents comes from being a community of antiracists.
Finally, the perceptions of these educators emphasized two categories from which the
themes identified fall into. The first category is imperativeness for a sense of belonging as
defined by Brené Brown (2017) and Simon Sinek (2020). The second category which is
supported by the research and findings of Kendi (2019), is ways participants identified as
belonging in a workplace dominated by White employees. The themes of resilience against
hopelessness, intersection of race and socioeconomic status, intersection of race and gender,
authenticity, and trust are categorized with imperativeness for a sense of belonging as they
emphasize what participants identified as barriers. The themes of policy navigation, role models
and mentorship, and communication understanding and practice are categorized with the
solutions for creating a sense of belonging because these were the solutions participants
identified as being supports in their journey into administration.
Imperativeness for a Sense of Belonging
In her book, Braving the Wilderness, Brown (2017) wrote:
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Belonging is the innate human desire to be part of something larger than us. Because this
yearning is so primal, we often try to acquire it by fitting in and by seeking approval,
which are not only hollow substitutes for belonging, but often barriers to it. Because true
belonging only happens when we present our authentic, imperfect selves to the world, our
sense of belonging can never be greater than our level of self-acceptance.” (pp. 31–32).
Many participants explained being denied or struggling to maintain this basic human necessity.
Contradictory to the accepted idea of needs in this world, which heavily relies on Maslow’s
Hierarchy of Needs, Sinek (2020) introduced the idea of community and belonging being a top
priority with regard to our needs as humans and not food and shelter as Maslow (1987) claimed.
Taking these theories into account with the intersection of race, participants expressed how this
concept of belonging is deeply associated with the themes of resilience against hopelessness,
intersection of race and socioeconomic status, intersection of race and gender, authenticity, and
trust.
Resilience Against Hopelessness
Through their stories, a majority of the participants shared the centrality of race and
racism in society was a factor that created barriers for them while navigating the education
system. Support for them was their connection to family, religion, and resilience. This theme of
resilience against hopelessness emerged within our reflective conversations. Participants shared
their resilience in terms of resilience against the status quo to spark change, resilience as a
necessity against systemic barriers, resilience for something better, resilience in the face of
opposition, and resilience to ultimately empower others.
Carlos shared his navigation, struggles, and resilience:
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I have a white mother who raised me and a black father who abandoned my family …
early on, I definitely struggled to fit in with students not being black enough or white
enough … I have fair skin, freckles, green eyes and curly hair … I also struggled with not
being able to connect with my teachers, they were all White females … schooling didn’t
come easy … my mom couldn't help me … eventually I started to figure out what I
needed to do to get the help I needed so I wouldn't fall behind.
What's also interesting and similar is Oscars’ experience with teachers:
Trying to navigate the system being a Black boy, not being able to look at myself in the
teachers and admin (leaders), I only saw behavior people, I made sure I acted up multiple
times just so I could see them, I could relate to them (educators of color) because they
could see me as a young Black boy, and not a Black boy with issues.
Carlos and Oscar identify as Black men. They shared their disconnect with White teachers as
being a barrier within the public education system. As Tatum (2017) has also shared, this is
common amongst many Black male students and their White teachers.
Kendi (2019) highlighted an interesting assumption with regard to immigrants:
“Generally speaking, individual Black and Latinx and Asian and Middle Eastern, and European
immigrants are uniquely resilient and resourceful - not because they are Nigerian or Cuban or
Japanese or Saudi Arabian or German but because they are immigrants” (p. 121). I highlight this
point as it could be considered that educators of color are immigrants in this field of education.
Furthermore, Timothy spoke about race not being a challenge and was also not raised in the
United States. He is a first-generation immigrant who was in his 20s when he and his family
moved to Minnesota from Somalia. He, like many adult immigrants, has a very determined and
resilient perspective when it comes to being successful in this country (Kendi, 2019). Not to
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deny his experience, but to provide an alternative to his “lack” of challenge with race could be
identified as his perception of being an immigrant and not because he is Black.
Bobby shared his struggle with not understanding why educators make such a small
income and how he had to go to graduate school; it was not an if, it was a must. This idea of
resilience in the face of unfamiliar territory correlates with being an immigrant in a new country.
Bobby emphasized alternative means to being a teacher even though he did not take that path,
but he understood the necessity regardless. Oscar, being an educator who does not have a
teaching license, also shared this resilience:
I would say, just because I was so stuck into as an intervention specialist that you just
have the value of dealing with behavior. I was stuck in that, I felt like nah, I’m more than
that, I can do some coaching. I don’t have the license or an education degree, but I do
know these students and I know where they are coming from. I have the experience, I am
connected to the community. I can provide skills for classroom management or CRT or
leading community and restorative practices. Being in an intervention role kind of
hindered me to prove to myself, but also to show others, you don't have to do the
traditional route.
As stated in Chapters Two and Three, alternative pathways to administration are available to
those pursuing the license. However, and as reflected in the demographics of the participants, the
majority chose the traditional pathway. Additionally, those not taking traditional routes to
obtaining an administration license, such as having teaching experience, will face more
challenges, thus creating more barriers.
“I didn't really have mentors while working in education, I kinda had to figure things out
on my own and that is hard,” Trudy revealed. “My husband was really supportive, he was very
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encouraging. I didn't really have mentors while working in education, I kinda had to figure things
out on my own and that is hard.” Zoey shared the same experience of having her husband as not
only a mentor, but also a role model, “Hands down it’s my husband [he] is the greatest supporter.
He is such a hard worker, so dedicated to his professionalism and expertise, it is so powerful for
me to live with someone like that.” The lack of mentorship, at the school or site level,
experienced by these participants is a challenge, especially in the field of public education with
all the barriers identified in Chapter Two.
Penny discussed her persistence for something better:
I saw we were stuck in this bubble, we had to get out of “The Bubble” (she is referring to
poverty), so I kept on going … like I almost had to drop out of the program because my
financial aid didn’t go through and I had to pawn like half my stuff and my family didn’t
contribute to that financial need, but I’m not mad at them, that just makes me stronger.
She continued to share about her experience as a teacher’s assistant and how that lens pushed her
to make a difference not only for her family’s sake but for the greater group:
I saw so many students that looked like me are in a fed 4 [Federal 4 setting: separate
special education site] school with no hope … Locked in rooms, reflective of a baby
prison … Our Black boys are over represented in SPED [special education], they are all
EBD [emotional and behavior disorder]! They see the behavior before they see anything
else. I had to do more.
Randi disclosed her resilience against the system: “Even more hoops now, to becoming an
educator. It is by design, it's designed to keep people out.”
Bobby expressed his view about the system:
We can’t keep the same system of behavior and expect to have more Black teachers, we
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simply can't. Behavior is built on this notion that certain kids are naughty, in Minnesota if
you're Black it's [suspension] twice as likely, and in California if you are Black it is 4
times as likely. We are not going to get Black teachers if all our Black students are made
to feel like school isn't for them. I think definitely race matters, if you are Black or
Brown, you did all this to stay poor?
These ideas of strategic barriers to keep people of color out of education often stem from racist
policies which educators of color must find resilience against. Trudy saw her resilience as a way
to empower others:
I decided to teach over being a pediatrician because I hated math and science and my dad
was supportive of my decision. I wanted to teach because of the teachers I had in
California, I wanted to touch other people's lives like they touched mine. I remember how
much I struggled, I saw how much EL students struggled and I think it's wanting to
represent them too.
Beard (2019) mentioned this idea of racial matching like Trudy, Penny, and Oscar shared, as
being an integral value for teachers of color who decide to be resilient and stay in the field. As
participants disclosed their resilience in the many forms against the typical norms, it became
apparent that even with these barriers, more existed in their journeys. I now turn to how not only
race, but also the intersection of race and socioeconomic status was an additional challenge in
their journey to administration.
Intersection of Race and Socioeconomic Status
Many participants mentioned the struggles they faced financially. As discussed in
Chapter Two, this is a critical barrier amongst educators of color. Participants identified three
main financial barriers: Coming from a low-SES background, low pay for teachers, and the cost
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of graduate school. Nine out of ten participants followed the traditional path to obtaining an
administration license by having a teaching license and experience. They shared their challenges
through this process as being a significant factor in whether or not they would pursue an
administration license. Many emphasized the importance of being able to have a greater reach to
not only students, but also to the few other educators of color within their buildings and district.
Penny disclosed “I used the system, I used Ramsey county system to the fullest … I am a
single mom. And juggling my time, I’m a mom, a student, a teacher and I get lost in ‘Who is
Penny?’” As shared in Chapter Two, many POC experiencing low-socioeconomic status struggle
with being able to afford to be in education. Additionally, as a single mother, this adds to barriers
Penny faces. She maintained a reflective attitude but expressed the balancing of all the stressors
is a challenge. Randi also expressed her struggles:
I think that for people with a lower SES it was very crazy, I had to move back home,
because I didn't like working, because for a lot of us, people of color, we don't have the
family money or time to get the savings together. It [graduate school and living with her
parents] took a couple of years and many people don’t have that time.
This challenge and determination regardless of the cost and time was experienced by most of the
participants. It is the stories like these that make educators of color so valuable. Their resilience,
determination, and perseverance to overcome any and every obstacle is not something shared on
a resume or proven with an official document. It is difficult to express all the challenges one has
overcome in an interview, and according to many career advisors, that is not best practice. The
opportunity to hire an educator of color should be valued more than it is because many do not
understand the struggle it took for them to have a place at the decision making table.
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Bobby emphasized his need to go to graduate school, “Part of it was the way teachers are
paid … grad school was not an option, it was a necessity in my line of work.” He went on to
discuss the multiple barriers in place within the education field:
The difficulty to get the hours done, it's not set up to be a full-time employee, and be a
father and a mother and a husband, I do think that's a big thing, I know we always talk
about “Why aren't there more teachers of color?” Well look at all the barriers we put up. I
mean the amount of multiple choice tests you have to take to get your teaching license?
That doesn’t even make sense, if we all agree that multiple choice tests are not good
assessment tools, then why are we doing it? I mean that's the number one way to turn
people out of it, in my opinion.
Bobby and Randi further revealed that the design of the education system is not conducive for
what we are producing for the next generation. Bobby stated:
I think we need to let go of a teacher has accomplished this checklist of things, and move
towards how we make a competent individual and an effective teacher. It feels like there
are a lot of systemic barriers and that turns people away, like I’m going to do all this and
make $40,000 a year? No! No! I’m not gonna do that, I’ll take any other job … Glorify
those alternative tracks to education because I think as long as teachers can model what
good teaching is.
As mentioned in Chapter Two, the rate at which teachers are paid does not compensate for all the
barriers put in place for educators of color. The financial necessity of graduate degrees and
administration positions are a need for many educators of color who deserve a financially
sustainable income.
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Timothy also shared his only challenge as being a financial one, but was very determined
not to have a mindset that kept him in a survivor mentality, rather a thriving mentality:
Challenges, nothing, maybe financial difficulties sometimes, sometimes timing, going to
graduate school is not easy. Besides that I had a way to achieve my goal and that is still
what I am doing now … Outside support would be awesome, but at the end, anyone who
finishes his degree, anyone who succeeds and reaches his goal, eventually the money is
not an issue.
The barriers disclosed by participants regarding socioeconomic status heavily emphasized
financial barriers within their path to obtaining an administration license. Being born into a lowSES background, the unsustainable compensation for being a teacher, and the additional cost of
graduate school. These challenges have ties to policies created to keep educators of color out of
the system designed to marginalize students of color. It is surprising for educators of color to
make it to the point of becoming an administrator, all of which is closely related to the
intersection of race and gender, the theme I discuss next.
The Intersection of Race and Gender
A majority of the participants mentioned gender as a barrier. Like race, gender only
becomes a barrier when one is contending with unjust systems. For the women, it was something
they felt highly aware of. Their thoughts are supported by the societal construct of men being in
power or members of the dominant group (Thomsen & King, 2020). The men who mentioned
gender were cautious due to the stereotype of the “angry Black man” when discussing issues
involved with having necessary courageous conversations. Below, participants disclosed their
challenges with gender being a central theme that challenged both the men and women from
marginalized groups. Many participants connected race and gender as being a barrier. Carlos
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noted:
Let’s be honest, not everybody is going to like you, what happens when you have to
interact with someone you know doesn't like you and you have that added race
component? You [also] have that gender component. Navigating in education as a Black
man is different than a white person.
Likewise, Bebe shared:
Administrators that I had were very discouraging at some point, they would ask, Why
would you want to do this? Or, you know this is time consuming? You have to do after
school activities, and all these extra things. Because I am female, or, you are Muslim or
immigrant, do you think you can handle a bigger district schools? Just hinting in that
way, like you already see me failing before even giving me a chance.
She also connected this to race, “Race matters with the challenges, they [administrators] were
White males, most of them were males I think race does matter and gender.” Supporting her
challenge, Bailes and Guthery (2020) found Black principals were less likely to get promoted
compared to their White counterparts, and even with more experience, women were least likely
to get promoted. Randi related to these findings when discussing her administrator: “He seems to
prefer males and not females, on top of me being Black.”
Zoey expressed another common occurrence; when women are in leadership, they are
generally at the elementary level (NCES, 2020). “I’ve had three principals as a teacher and they
were all women and they were all white, like who isn't at the elementary level?” She continued,
It is important as a woman and a person of color, I feel like I'm not often seen or heard
unless I make myself seen and heard, people can gloss over me like no problem like I
think most women of color experience.
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Penny expressed her connection, “I'm a firm believer that race is everything I do … the
first thing they see is my color, even before they see I am a woman.” She continued to share her
frustrations about what she faced:
I think women (White women) tend to have this mentality that I’m not gonna let a Black
woman make more than me, I’m not gonna let a Black woman tell me what to do. . they
have a real hard time letting me lead. The White men know they are over me, they
typically announce that (White privileged). Even for my hours (admin license), I have to
advocate for myself, (asking) can I come to the meeting? They would always say, oh next
time.
Nubia discussed additional concerns with gender, “Gender has also played a role in that (sharing
with administrators) which is frustrating. I never felt that inferiority feeling that sometimes I do
around men … I don't know.” She went on to share her frustrations with keeping the status quo,
“If they are comfortable, why disrupt that?”
Bobby disclosed his concern with how his administrators framed delicate and sensitive
topics:
They framed things in a way to the people they were preaching to, it was slower on
purpose [facilitating change amongst a group of predominantly White women]. You
know they are going to have an emotional reaction to … you take it slow. This also can
be seen as negative, things may have happened faster if the person giving the PD
[professional development] was of color.
As participants disclosed their challenges with gender and race, it became clear that this complex
of women feeling inferior and Black men feeling the need to be overly sensitive to White women
is closely tied to what Kendi (2019) shared about the idea of gender racism. Gender racism
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oppresses White women, “White women’s resistance to Black feminism and intersectional
theory has been self-destructive, preventing resisters from understanding their own oppression”
(Kendi, 2019, p. 353). Gender racism also oppresses all marginalized groups, but more so, Black
women. Being an administrator of color has its challenges between genders. Both men and
women participants highlighted this social justice barrier within their path to obtaining an
administration license. Participants self-identified in many ways, gender being one of the
categories, and race another. All of which create their unique perspective, of which, authenticity
was at the core of their being, this theme is discussed next.
Authenticity
Every participant shared a need to have and an admiration for authenticity. At the core of
their accounts, this was a theme often linked to race participants found as a value. Kendi (2019)
suggested, “To be antiracist is to also recognize the living, breathing reality of this racial mirage,
which makes our skin colors more meaningful than our individuality” (pp. 97–98). As an
educator of color, the perception of the magnifying glass being pointed directly emphasizes the
stress related to making mistakes. Our mistakes are generalized as the mistakes of the race, while
it seems as though White people have the freedom to make mistakes and not have it account for
their entire race (Kendi, 2019). Participants disclosed their ideas about authenticity, how it is
important to be authentic, how it is valued, and their sense of security in being themselves.
For example, Carlos shared some advice he received from mentors when he was young:
Some of my mentors when I was younger told me “you gotta fit until you get in and then
once you are in you can relax a little” … I wear my emotions on my sleeve and I'm all
about the kids and if I feel they are being cut short I am going to speak up about it.
He also shared multiple stories about wanting to be authentic, but not feeling secure in the
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support he would receive if the message was not received in the manner he intended. Carlos’s
current administrator shared with him that it was her goal to hire a person of color. She sought
out individuals like him and shared she could not reach the Black families and students as
effectively as a Black educator being a White woman.
Randi valued authenticity, but did not feel accepted when she showed up as her authentic
self, “I think a lot of people don't want me, they just don’t want my blackness, but until they
have a safe space to admit it, it won't change.” Randi highlighted the experience she had in New
York, she spoke about her former teachers, “They were so real they were just trying to reach me
as a person, I don't remember feeling like I do now (rejected), they wanted you to be excellent.”
Randi mentioned having people who have firsthand experiences in positions of equity. She spoke
about her diversity professor, “We don’t have diverse professors, the woman was white, it threw
me to the floor.” Echoing what other participants stated about why they choose certain literature,
Randi’s lived experience manifests in the experiential knowledge one would hold in speaking
authentically about equity, diversity, inclusion, and racism. This is not to say that White people
are not informed about these challenges, but their experience with them is not as relevant
compared to a person of color.
Nubia also shared how she valued administrators who sought out her authenticity, “She
[her administrator] was so open to hearing my perspective, she would ask me specifically, ‘What
do you think?’” Zoey shared within her circle of colleagues her presence was valued, “No matter
how I show up, they are going to partner with me, to be able to show up as a complete human is
so meaningful.”
Trudy indicated during her practicum hours, she was afforded a great opportunity to learn
in a school that was “Open … honest …,” she also shared “… it makes it easy to talk to them,
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they are very genuine in wanting to see you succeed.” Bebe and Oscar expressed similar
solutions in their thoughts about what was necessary for support at the building level. Oscar
disclosed, “Allow us to just be us and to have uncomfortable conversations for organizational
and individual growth.” Bebe expressed, “I believe letting them be them, letting them facilitate,
encourage and motivate them, teachers of color are stuck, they don’t have the support to do what
they need, acknowledging their feelings too.” Bobby expressed, “I respect any scholars that are
honest and have change solutions.” He also suggested, “Talking in groups, creating more space
for discussion, using the professional development time wisely.”
Penny reflected on her role models, voicing, “I just looked at her and thought we can be
ourselves in these professional roles.” She expressed having pride in seeing other Black women
succeed and their authenticity was a sign she could be “Unapologetically me.” Participants
shared a strong connection to role models who looked like them, which is also reflective of how
students feel when they have an educator of color who shares their same racial identity.
There is an interesting dynamic between authenticity and having support as a person of
color when the positive perception of others is critical in how one will be successful in being a
change agent. Many participants expressed wanting to be accepted and to be able to be authentic
but also cognizant of how they perceived they had to act in order to get to where they needed to
be. Participants signified the need to look beyond the physical and traditionally accepted images
of administrators. They emphasized not looking the part as a barrier, from the clothes they wore,
to how they did their hair. Urging current administrators to see them for their content and what
they can provide to students rather than if they fit the description of a typical administrator.
Kendi (2019) spoke to this: “Assimilationists can position any racial group as the superior
standard that another racial group should be measuring themselves against, the benchmark they
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should be trying to reach” (p. 51). Many participants resisted being a victim to these ideas. This
theme also connects with the theory of the Johari Window, a technique created in the mid 1900s
that helps people better understand their relationship with themselves and others. This perception
of the self for a person of color is somewhat reversed. For example, this technique for selfawareness often looks at the self before examining our relationships with others. In their study on
teachers and self-awareness, Morton et al. (2020) acknowledged:
Teacher education programs focus heavily on content knowledge and pedagogical skills,
but less often acknowledge the teacher’s identity and ability to meet the cultural needs of
their students. Teachers lacking the ability to understand their own and their students’
racial, cultural, and ethnic needs may encounter challenges in the classroom that can
result in academic, behavioral, and social-emotional implications for students. (p. 113)
This was expressed as a barrier for participants in that the perception of the self is constantly
questioned.
For example, Randi asserted:
I believe there is resistance to having diverse leadership, I think leaders here are
comfortable the way it is. There is a lot of comfort in how it is, they need to get out of the
way, I don't know how to explain it because they don’t want to see how I could be a
leader, someone has to see you and put you on, you have to get cosigned, and that is hard
as a Black person.
Bobby emphasized the need for administrators to change their perceptions of how a leader
should look:
I think we have this idea of how an administrator is supposed to look, how they are
supposed to dress and when you get away from that, people don’t consider you. I think
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we need to get away from that thinking or at least current leaders should accept the idea
that we are not going to look the same, we are not going to dress the same, we are
different people with different preferences.
Carlos confirmed this:
I have to be myself, I am not going to wear loafers when I prefer Jordans, that is not who
I am and I think if I am going to show up authentically, I need to be able to be
comfortable from what I am wearing down to the skin I am in.
It is a struggle to conform to systems people are working within to change. Participants shared
their deep need for support in being authentic within their path to obtaining an administration
license. Understanding and acknowledging their goal to be change agents in a system that has
created multiple barriers for them as discussed in Chapter Two. The importance of understanding
that perspective is essential in building a trusting relationship with educators of color who want
to be administrators, which leads into the next theme, trust.
Trust
A related theme that emerged from conversing with participants was their perception of
trust while working in education. At least half of the participants mentioned trust and trust
related challenges in their journeys into administration. Simons et al. (2016) expressed, “Both
anecdotal and empirical evidence points to the clear connection between leaders' integrity and
organizational success” (p. 3). Founder and owner of Insight Coaching, Charles Feltman (2011),
asserted in his book about trust, “… in successful companies where people are innovative,
engage in productive conflict and debate about ideas, and have fun working together, I find
strong trusting relationships” (p. 5). Participants conveyed their value in the virtue of trust with
regard to interactions between administration and colleagues, the distrust in administrators who
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do not establish a relationship, and the lack of deep conversation due to a lack of trust.
Discussing interactions with administrators and teachers with regard to observations,
Carlos commented on the divide he observed between teachers and administrators being a part of
the administration team at his school. “Not enough sharing or complementing, I don't know what
it is about education, it's like a gotcha mentality and it should be about how can we improve
together?” He disclosed further, “This atmosphere of a lack of trust hindered the progress of
school.” Nubia mentioned her cautionary approach, “I can walk that fine line with people I am
comfortable with and I share the relationship with and they respect where I am coming from.”
Penny also expressed a cautionary approach when explaining interactions with White colleagues,
With White colleagues … it's going to take time to build that relationship, it’s been
destroyed for decades … I do have my guard up for when it goes outside of work …
when communicating about students, it's always written [email] just in case they try to go
say something to switch it up.
This lack of trust was documented by researchers Phillips et al. (2018) who discussed a specific
aspect of this type of trust. They stated:
That being one’s true self, disclosing elements of one’s personal life, and forming social
connections are easier within one’s own group than they are across a demographic
boundary such as racial background. This is crucial to keep in mind as companies aspire
to become more diverse. Simply hiring members of a minority group won’t ensure that
they feel comfortable or equipped to build the relationships necessary for advancement.
(p. 132)
As mentioned previously, the importance of building a relationship with educators of
color to foster trust and understanding is essential in opening the door for deep conversations
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surrounding race and race issues that plague schools currently. Further, these issues could be
rectified in schools before students become adults and spread the implicit and explicit biases.
Like most organizations, it starts with leadership. Participants expressed urgency in establishing
trust through conversations that are not invasive initially but can build over time. It is
understandable that sharing too much information can lead to judgement, which deters from
building trust. Participants suggested being cognizant of how discussing traumatic events with
the entire staff such as the George Floyd murder and Derick Chauvin trial can illicit further
trauma. Understanding we as POC are not the representation of the entire race, but an individual
with individual needs, trust being one of them.
Combining what Phillips et al., (2018) stated and what the participants reported, I can
conclude that this aspect of the relationship between White colleagues and educators of color
will take time and careful consideration to establish. The words of the founder of the Roman
Empire, Augustus, come to mind, the Latin phrase Festina Lente. This translates to, Make haste,
slowly. It served as a reminder for Augustus to perform activities with a proper balance of
urgency and diligence (Duhigg, 2016). When we start to move too fast, we often do not see what
we need to see, as stated previously, careful consideration.
Carlos highlighted this in his response:
When we get large groups of teachers and educators in one room to discuss these intimate
topics tied to race and equity, we just get people to show up as their fake selves. These
conversations need to happen in small groups where trust is established and people can be
vulnerable and real with one another and also to point out the biases they have. That is
scary to admit in a large group but I think would be more accepted in a small setting.
A majority of the participants made a comment or connection about race being a barrier for
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having deep conversations versus the surface level conversations many White administrators
have due to lack of experiential knowledge. Trudy, Bobby, Oscar, and Penny shared their
experiences related to this. Trudy commented:
When we have a lot of White administrators, they are afraid to go into these
conversations and when they do go into these conversations [about addressing
stereotypes and race] it is never very deep, it is very surfacy, and so I feel like when we
have administrators of color, they have the life experiences, they can go deeper, they
have the experiences to back them up, to use as examples to say this is why we shouldn't
do these things … I know they are not going to believe in me, I know they are going to
take advantage of me, they are going to twist things around to fit their narrative, I am
always going to be judged, my own personal character, they are always going to question
me and judge me. That is a challenge I will face when I become an administrator, or if I
become an administrator.
Trudy was referring to the lack of credibility White administrators have when discussing race
and issues involved with racism. She was very adamant about having those lived experiences to
be able to address working through racism in schools. She questioned how White administrators
can speak to things they have not experienced themselves.
Indeed, Bobby added, “A lot of professional development is also within their own scope
of reality and that is why I think that it was slower to get some of those bigger changes to pass
through.” When questioning participants surrounding this barrier, it was apparent that though it
is not the responsibility of EOCs to train White educators on issues surrounding racism, they are
an integral piece of the conversation. The work must be done by the White educators with input
from the EOCs.
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Additionally, Oscar expressed his opinion:
They are open to talking about race, but it is surface level, maybe it is to save a job,
maybe because they haven't battled like you and I and our ancestors through the system
like we have … We are okay with losing a job because it has happened before, it will
most likely happen again. That's how our blood is, if our ancestors did it, I can just go
ahead and lose it and not sell out because of a few dollars.
Oscar is prepared to make the sacrifices for the greater good like so many have done before him.
He understands the importance of losing the battle to win the war. Finally, Penny shared her
perspective, “I never get past the surface because of that trust. . . there is a level that they (White
people) wouldn’t understand.”
This barrier between marginalized educators and White administrators due to a lack of
trust and understanding of one another emphasizes the slow pace of change many EOCs want to
see. The importance of fostering these relationships must be a priority of leadership and an
agreement or understanding between both groups. I next share what other participants expressed
about trust and how this relationship is valued if they feel valued. These were identified as
supports in their journeys into pursuing an administration license.
Zoey also expressed her deep value of trust and how it makes her work even harder for
her current administrator, “He always trusted me and because of that I felt accountable to do the
best work.” Carlos shared this same sentiment, but with a slightly different lens in that he wanted
to trust others, and when they shared the same racial identity, it made it easier to do so. “Finding
different people who can help me out in different areas, especially African American men
because their perspective and experience will be like mine, I can relate and trust them."
We can see how feeling necessary, when it is openly stated, will offer an avenue of trust and this
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can be sparked by creating a sense of belonging, which is the second category I discuss.
Ways Belonging is a Support for Preservice Administrators of Color
The next group of themes identified in the data fall under the category of ways belonging
is a support for educators of color pursuing an administration license. From an interview with
Kendi, Kazi (2020) outlined several ways to support a sense of belonging for people of color. He
shared in the interview,
Some folks just want to be themselves, and don’t want to be constantly reminded of the
color of their skin. When Black people are in Black spaces, they feel human. When a
Black person is in a majority White space, they can feel being racialized and objectified.
(Kazi, 2020)
Related to this idea of creating ways of belonging, participants shared their thoughts which I
identified into the following themes: Mentors and role models, navigation of policy, and
communication practices and understanding.
Mentors and Role Models
Theis (2020) highlighted the necessity of mentorship relationships in her study on K-12
Latina Immigrant Leaders, not only at the college level, but also throughout the participants’
journeys as leaders. Similarly, in this study, many participants leaned into their mentors, either
people they sought out or people who championed them. When asked about role models, many
participants mentioned famous authors, few mentioned actual people they knew and even more,
some took a long pause with that question. This suggests they did not have any they knew
personally; which is interesting since many of the participants highlighted going into the field of
administration to be a model for others. They agreed leaders of color and the further
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diversification of the public education field relies heavily on students being able to see
themselves in the people who shape their future in schools.
Both Oscar and Carlos sought out mentorship from someone who looked like them when
they were in high school. This happened to be a hall monitor, Oscar expressed, “North was
diverse, having mentors who believed in me is how I navigated the system.” This was interesting
for both Oscar and Carlos as they connected with who was there. Surprisingly, it was not a
teacher, but they both expressed the need for that adult connection. In a sense, it saved them.
When asked about role models, a few participants mentioned authors and the importance
of being knowledgeable, not just with cultural experience, but reading for the advancement of
knowledge. Bobby mentioned race had an influence on the material he choose to read:
I do think race matters, why was it so easy for me to pick up Kendi’s book and not Robin
DiAngelo's? I would love to say that race didn’t matter but I think there is an element of
certain things that I need to know this person experienced some things that are similar. I
think Mike Schmoker could give you a lot of wonderings and things about systemic
racisms and the achievement gap but sometimes it's easier to start with someone who has
experienced some of the things that I might have experienced in my upbringing.
Other authors mentioned include Dr. Christopher Emdin, author of For White Folks Who Teach
in the Hood … and the Rest of Y’all Too: Reality Pedagogy and Urban Education. Emdin is a
prominent scholar who offers a new perspective to teaching and learning for many educators,
one many teachers of color relate to due to his authentic style of writing and speaking. This also
supports what participants were saying about being authentic and that connection with trust.
Although not directly mentioned as a mentor, Trudy described one of her administrators:

93

He is always so great about making sure people were including me, he established a
relationship with me even though my hours with him are concluded, I never knew what it
felt like to be in a building that was so accepting and welcoming, because in my building
that I've been in for years, that was never the case. That is the kind of support I wished I
had when I was teaching.
I share this here because her administrator’s actions are what many participants were seeking in a
leader who could also be considered a mentor or role model. Participants highlighted good
leadership and mentorship practices like having an open-door policy, being approachable,
ensuring pre-service administrators know you are there for them, letting go of the notion of
competition with the new staff, helping one another out, and sharing knowledge.
Many participants expressed being a mentor to others as well. They wanted to be a face
for any student, but especially for students who could identify with them, a pay-it-forward
mentality. Oscar shared, “I was able to help a student, when I saw him, I saw myself, I remember
those conversations I had. I was like a mentor, a fatherly figure.” This idea of seeking out
mentors and also being a mentor puts these leaders in such high regard because they are able to
use their experiential knowledge to provide social justice. Not having many people to choose
from or having authors who are at a distance as role models or mentors was a barrier for
participants. As stated in Chapter Two, mentors are something EOCs rely on as a support as they
navigate the systems. Participants emphasized being a reliable source and an advocate for them
as they navigate the system, believing and trusting in their abilities to lead.
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Navigation of Policy
Policies regarding the process for being licensed to teach or work in public education
posed barriers for many participants. Although these policies were intended to select quality
teacher candidates, they also created challenges that further excluded populations of color.
Americans have long been trained to see the deficiencies of people rather than policy. It’s
a pretty easy mistake to make: People are in our faces. Policies are distant. We are
particularly poor at seeing the policies lurking behind the struggles of people. (Kendi,
2019, p. 47)
Participants expressed multiple issues surrounding policy navigation with the newly named Act
HF217. This Act came into effect in 2021; however, it has been in the making for decades due to
the disproportionality between students of color and White teachers in Minnesota—29% of
students vs. 4% of teachers of color (Educators for Excellence, 2015). Also, this Act sought to
address issues surrounding seniority-based layoffs, modified mentoring program requirements,
and altered Tier 1 licensure requirements. HF217 is an intentionally large and complex bill to
address a complex systemic problem that has existed in Minnesota for decades and worsens each
year we do not take comprehensive actions needed to address the need for a more diversified
education workforce (Kats, 2021).
Participants shared how the development of HF217 caused issues. Penny disclosed:
The district wanted teachers of color to work in the inner city struggling schools, and I
thought that was the worst possible thing you could do, you're putting me in the
struggling schools just to say they have black teachers who were unprepared being a first
year or unseasoned.
It was as if this policy implication exacerbated the problem of retention of teachers of color due
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make it harder for teachers of color to go through that system, they are not qualified through
alternative routes even though they taught somewhere else … too many barriers, it's hard.” An
amendment to HF217, which was denied, called “delete everything” was created to help with
some of the barriers Bebe disclosed. The state is trying to move in the right direction with this
Act but a critical race lens must be used when addressing issues that could later be exacerbated.
Being from New York, Randi expressed additional policies she had to navigate, “Being
licensed is really important here.” She echoed the sentiments of Oscar when he disclosed being
unlicensed and how he knew that would also be a barrier regardless of the experiential
knowledge, cultural relevance connected with the students, and an understanding of navigating a
system designed to keep him and others who look like him out.
As mentioned in Chapter Two, these policies have negative effects on educators of color
recruitment. Kendi (2019) also cautioned, “Individual behaviors can shape the success of
individuals. But policies determine the success of groups. And it is racist power that creates the
policies that cause racial inequities” (p. 171). As Minnesota moves in a direction to increase
teachers of color by implementing Act HF217, a key ingredient is adding administrators of color
as expressed by participants as a necessity, not only for employment but also for providing
mentorship, authenticity, and support. I, like the participants, see a missed opportunity for further
diversifying the education workforce in Minnesota, the target of administrators of color.
Communication Understanding and Practice
An interesting factor that highlights a difference in perception is the style of
communication amongst the participants. In their book, Communication Highwire: Leveraging
the Power of Diverse Communication Styles, Saphiere et al. (2005) outlined several components
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of context that impact communication including: Physical context, roles, historical context,
chronology, language, relationship, and constraints. Saphiere et al. (2005) cautioned, “we may
expect all members of a certain culture to exhibit specific communication styles at all times and
within all contexts—expectations that are false” (p. 8). Participants expressed their experiential
knowledge in very different ways, and this contributed to their overwhelming responsibility of
carefully communicating with colleagues and leadership in their schools.
Saphiere et al. (2005) explained several different communication styles (see Appendix B)
including direct (emphasis on brevity and being linear), circular (telling a story to give a point),
indirect (harmony over exactness), person-centered (building relationships), and idea-focused
(passionate, lively debate). With these descriptors in mind and listening to the responses of the
participants while also being cognizant of the typical communication style of people in
Minnesota being indirect or “Minnesota Nice,” there was an explicit communication difference
between this group of participants and the environments in which they work. Indeed, Sapheire et
al. (2009) also suggested:
If we only interact with those who are similar to ourselves, we never have the opportunity
to realize that there are other ways of thinking or behaving. Knowing the alternatives, that
there are alternatives, helps us understand the ways in which we are unique as individual
persons and in which ways we are culturally influenced. (p. 24)
Carlos disclosed an experience he recently had as a dean of students and feeling like he
could address a situation with a colleague he felt was doing harm to a student. When he asked his
principal about it, she told him to “be direct.” Initially he thought that would be the best
approach, but after taking a minute to reflect he thought otherwise being that the person he
would be approaching is a White woman, and he is “a six foot, 200 pounds Black man.” He
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recognized this direct approach may not be in his best interest considering all the societal
constraints with regard to his communication approach. Penny and Zoey, as mentioned
previously, also expressed their struggles with communication and being seen and heard. Penny
disclosed “It’s like they are talking through me or around me, never to me.” It is a challenge for
educators of color to feel valued or part of the team when the communication style is indirect.
Although many of the participants communicated in a circular or direct manner, Sapheire
et al. (2009) cautioned,
It is sometimes helpful to associate a particular communication style with a specific
culture, yet we make a concerted effort to explore the communication styles as
phenomena affected by (and perhaps affecting) culture, but not coupled with culture in a
fixed or inflexible way. (p. 8)
This is an interesting theme in that this aspect of a person can be instilled at a very young age,
just like certain people teach their children to be racist, we are taught how to communicate; just
like we can unlearn racist tendencies, we can unlearn communication practices not conducive to
addressing the opportunity deficit. There is hope in knowing there are ways to overcome these
differences.
Conclusion
To conclude this chapter, I want to highlight the themes discussed under the categories of
an imperativeness for the sense of belonging and ways to support belonging: Resilience against
hopelessness, the intersection of race and gender, the intersection of race and socioeconomic
status, authenticity, trust, role models and mentorship, policy navigation, and communication
understanding and practice. The purpose of this study was to give greater insight into the
experiential knowledge of EOCs advancing into administration. Through their stories and the
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themes discussed, this was accomplished. Another purpose was to provide a message to building
administrators to hire more leaders of color as a way to support social justice. With the support
of previous studies and the disclosure of the support needed and the barriers experienced from
participants, we can see how authenticity, trust, mentorship, and role models are essential in
creating a sense of belonging. Furthermore, a third purpose of this study was to acknowledge the
centrality of race and racism in society and find ways to move to an antiracist society. This was
supported by the narratives of participants in creating urgency around the need for belonging
with their resilience against hopelessness, the intersection of race, gender, and socioeconomic
status, and the navigation of policy. The final purpose of this study was to help with the retention
and increase of educators of color through the hiring of more administrators of color to further
diversify the public education workforce. This was revealed in the experiences shared by
participants asking for support in being authentic, understanding their communication
differences, and acknowledging their value and struggle in reaching this point in their careers. I
now turn to Chapter Five, the final chapter where I provide a summary of the findings,
implications for policy, practice, and scholarship and closing remarks.
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Chapter Five: Conclusion and Implications
Education is the passport to the future, for tomorrow belongs to those who prepare for it today.
Malcolm X
Introduction
This study of educators of color pursuing an administration license began with
interviewing 10 educators of color to explore their experiential knowledge in the hopes their
experiences may be instructive to educational leaders, policymakers, educational practitioners,
researchers, and those interested in diversifying the educator workforce. As I conclude this work,
I begin by honoring and thanking the 10 participants who have shared so much of themselves
throughout the process. Their insights and generosity have encouraged my own growth and
development as an educator and leader, and I hope through this writing, their narratives will
shape the thoughts of other educational leaders as well.
This dissertation was guided by the following four purposes:
● Give greater insight into the experiential knowledge of EOCs advancing into
administration.
● Provide a message to building administrators to hire more leaders of color as a way to
support social justice.
● Acknowledge the centrality of race and racism in our society and find ways to move
to an antiracist society.
● Help with the retention and increase of educators of color to further diversify the
public education workforce.
While teacher of color recruitment and retention has received significant scholarly attention, less
research has examined educators of color pursuing an administration license. Many studies have

100

been cited in this manuscript which discuss supports and barriers for educators of color, but few
look at supports for educators of color pursuing an administration license. My goal through this
process was to add to the field of knowledge by centering the voices of educators of color who
decided to pursue an administration license. The hope is their experiences and perspectives may,
in turn, provide insight and guidance to educational leaders aiming to serve students through
increasing administrators of color.
Through this research process, I attempted to answer my research questions by providing
a summary of the following: 1) The pivotal determining factors of the navigation through
education for educators of color pursuing an administration license; 2) The perceived barriers or
supports of educators of color with regard to advancement into administration; and 3) The
perceptions of educators of color with regard to how specifically administrators supported (or
challenged) their advancement into administration. After meeting with participants through an
interview process, I coded the data from interview transcripts and provided a lengthy summary
and analysis of participants’ narratives. In this chapter, I provide a personal reflection of this
journey, a summary of the research findings, describe implications from the research, and offer
recommendations for future practice based on this research.
Personal Reflection
As I embarked on this dissertation and research journey, I was profoundly moved at what
I encountered along the way, and I now understand why very few people pursue this type of
degree. Yet I cannot help but hear the words of a particular participant, Randi, who stated, “I
think greatness transcends race and I think mediocrity is mediocrity and that greatness trumps
race, effectiveness and greatness.” I have never considered myself as someone who possesses
greatness. My meek and humble personality will not allow it, but mediocrity is something I
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strive against. Mediocrity does not mesh with transformational change. This work was incredibly
personal and difficult to focus on due to the turmoil in the world at the start and finish of this
manuscript. At the onset of my dissertation journey, George Floyd was murdered, as I conclude
this dissertation, his murderer was held accountable, something that unfortunately does not
happen often.
Traumatic events, such as the murder of George Floyd, are the exact opposite of what, we
as a society, should want, but the words of Dr. Martin Luther King Jr. apply here: “An injustice
anywhere is an injustice everywhere.” The trajectory of marginalized groups in America does not
have to be bleak. They too should be afforded the opportunities to rise above mediocrity. My
mission as a leader is to change the trajectory of marginalized students, plant the seed of
greatness within them, and generate the opportunity to oppose mediocrity. My leadership
mission has not changed due to this study, but these reflective conversations have fueled me to
push harder and strive for excellence.
Summary of Research Findings
As outlined in Chapter Three, my participants are from all over the world, and many
experienced part or all of their K-12 education in another state or country. All of my participants
already hold a master's degree. Their pursuance of an administration license goes beyond a
master’s degree and places them in between a master’s and a doctorate. This group of individuals
came to the interviews as highly educated and well-equipped leaders of color, and their
experience helped answer my three research questions:
1. What experiences do educators of color pursuing an administration license perceive
as being pivotal in determining their navigation through education?
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2. What do educators of color perceive as barriers or supports with regard to
advancement into administration?
3. What are the perceptions of educators of color with regard to how administrators
supported (or challenged) their advancement into administration?
Research question one discussed pivotal experiences in determining to pursue an administration
license. Participants were similar in that many saw the need for change and wanted to be a part
of that change. They also shared how their experiential knowledge led them to making the
decisions about going into the education field. Another pillar in their journey was family support
from spouses, parents, children, and siblings. For my second research question, the barriers and
supports with regard to advancement into administration varied by participant. Many emphasized
barriers such as finances and socioeconomic challenges, the inability to be authentic, the lack of
mentorship or role models, not being able to trust the people they work with, communication
style differences, and gender implications. For support, they leaned into family, resilience against
hopelessness, and mentors they had. Very few highlighted that their current or past
administrators were neither a barrier nor support.
Amongst the participants, all but one emphasized the importance of race and racism in
society. Although surprised by the denial of race being a barrier in any interaction within his
education journey, I point this out, because as mentioned in Chapter Two, the microaggressions
people of color face throughout their experience in public education have been well researched.
I, like Kendi (2019), view society as a system built with racist creators and dictators of the status
quo. I caution thinkers like Timothy, (a participant who immigrated to this country when he was
in his 20s and only had a post-secondary and graduate schooling experience in the United States)
until we can name racism for what it is, we cannot move towards equity.
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Many participants recognized current White administrators may be at a disadvantage due
to lack of experience when it pertains to conversations, coaching, and professional development
surrounding racism. My final research question is closely related to implications for practice
because essentially, at its core, there is a request for my participants to share what they need
from current administrators. I next discuss their experiences within the implications for practice,
policy, and scholarship.
Recommendations for Site-Level Administrators
Many participants urged current leaders to lean into their educators of color and to
elevate them, giving them the opportunity to lead. Participants also highlighted good leadership
practices like having an open-door policy, being approachable, ensuring pre-service
administrators know that you are there for them, letting go of the notion of competition with the
new staff, helping one another out, and sharing knowledge. As participants have mentioned, the
experiences of educators of color are relevant to the ever-changing student population in public
education. Listed below are the detailed recommendations for site-level administrators:
1. Lean into the experiential knowledge of EOCs. There is no amount of documented
education that can attest to the lived experience of people of color. What they bring to
the school environment is invaluable. When it comes to selecting a candidate, lean
into what the students will see and what they need. This is something that is greatly
considered when hiring teachers of color, it should be just as valuable, if not more, for
hiring administrators of color.
2. Support me in being authentic. Educators of color need to feel supported in their
approach to leading. When looking to hire an administrator, think past this individual
getting along with you, and think about what the students would benefit from. It is

104

important to realize the communication differences between cultures, instead of
looking at how a person would connect well with the staff, think about how they will
connect well with the students and families, continuing with the status quo is not
helping the students in Minnesota.
3. Share the knowledge. Within administrator circles, information and resources are
shared regarding opportunities for advancement, let educators of color know about
these opportunities and encourage them to lead.
4. Be eager to listen. Seek out the perspectives of educators of color, oftentimes they
are overlooked, and being seen and heard is important. Inclusive practices are valued
and necessary for a positive school climate. With the idea educators of color are
immersed into a working environment that may be much different than what they are
accustomed to, the assumption to assimilate should be discouraged. Rather, embrace
their individuality and treat it as a contribution to the school community.
5. Go beyond the surface level. Build a genuine relationship, instill trust, and allow for
a safe space to share feelings; working in silence achieves much less than being
supported in being open and honest. Avoid large groups when discussing topics that
are embedded in racism. This will provide a platform for disingenuous individuals to
show up and voice counterproductive opinions. Smaller groups allow for many to get
past the surface level. This will allow people to address implicit biases they hold.
6. Constantly be reflective. Be vulnerable enough to say you do not have the answer
but that you will work to find it. Allow conversations about microaggressions and
actions oriented to creating a positive school climate for students and staff.
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Addressing individuals who are practicing racist tendencies must be confronted, both
for the sake of the staff and the sake of the many students they will harm.
7. Give us a chance. Many educators of color have overcome multiple barriers to earn
their place in decision making. To be denied the opportunity to contribute is a
devastating and a grave social injustice. Recognize the power you hold and share the
responsibility with someone who has the tools to instill, improve and facilitate the
excellence of marginalized communities.
Recommendations for Future Scholarship
This study began a conversation about mentoring educators of color into administrator
positions. Although gender was mentioned as a theme, this was not the focus of this study, and
additional research on this topic would contribute to future scholarship. Another idea for future
research would be to do a comparative study of educators of color before and after they become
administrators, asking questions like, “What advice would you give your former self?” As I
analyzed the data, I realized communication styles and who we choose to go beyond a surface
level of conversation with is deeply important. I believe the participants in this study shared their
true selves with me because we shared a commonality. I am from a marginalized group as are
they. It would be interesting to know if this study was conducted again by a White individual,
would they get the same response? The idea of communication differences based on where you
are from would also be interesting to pursue in more depth. Specifically, is communication style
something that contributes to the marginalization of specific groups in Minnesota? Finally, I
addressed the reality of many administrators being White. To further scholarship, I would like to
know their specific perspectives on and actions in promoting and supporting current educators of
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color. This study provides examples and recommendations for supporting educators of color
seeking administrative positions, but many questions remain.
Conclusion
To conclude this manuscript, I highlight Malcom X. Although Malcom X was not a
pedagogical or educational philosopher, his scholarship on societal issues and perspective on life
fits within many contexts, “I have always been a man who tries to face facts, and to accept the
reality of life as new experience and new knowledge unfolds it.” I urge readers to take on this
philosophy, without which the world cannot change. I am honored to share the perspectives of
these educators which emphasized a resilience against hopelessness, gender implications,
socioeconomic challenges, policy navigation, authenticity, trust, mentorship and role models,
and communication understanding and practice. Let their narratives be a contribution to the
further diversification of the education workforce.
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Appendix A
Diana Salinas Brown’s Interview Protocol
For this study, I will use a semi-structured interview protocol, where I will ask
participants to answer identical open-ended questions and will use additional probes to elicit
further participant responses. “As the name implies, these interviews have a degree of structure
but also offer researchers significant latitude to adjust course as needed; researchers make such
adjustments as a result of their in-interview analysis” (Saldaña & Omasta, 2018, p. 92). Interview
questions will be sent via email to the participants a week prior to our interview. I will conduct
phone or Zoom interviews due to the health and safety concerns of my participants. Below are
the overarching research questions alongside the interview questions I will use to gather
information from my participants:
Interview Protocol with Research Questions
What experiences do educators of 1.
color pursuing an administration
i.
license perceive as being pivotal in 2.
determining their navigation through
education?

What type of education did you receive as a child?
How did you navigate the education system?
Describe how you choose your professional career
choice?

What do educators of color perceive 1.
as barriers or supports with regard to
advancement into administration? i.
ii.

Who helped and supported you while you were
teaching?
Who are your role models within education?
Why? What qualities do these individuals have that
you see as supportive or inspiring?
Do you think their race mattered?
What made you decide to pursue an administration
license?
What challenges did/do you face in your journey into
administration?
How can these be remedied?
Do you think race had an influence?
What support were/are you afforded in your journey
into administration?
How can these be repeated?
Do you think race had an influence

iii.
2.
i.
ii.
iii.
3.
i.
ii.
What are the perceptions of educators1.
of color with regard to how
i.
administrators supported (or
challenged) their advancement into ii.
administration?

How would you describe your administrators?
How did they influence you? (positive and/or
negative?)
Did/does their race being different or the same as
yours matter?
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2. Based on your experience, in what ways do you think
current administrators can help further diversity the
educational workforce?
i. How can they support educators of color?
1.
2.
3.
4.

Generic probing questions:
Can you give a specific example of
that?
Do you have a story about that?
Can you say more about that?
How so?
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Appendix B
Communication Styles and Descriptions
Style

Description

Direct

The point is to get to the point. “Don’t beat
around the bush.” Brevity and being linear are
often rewarded.

Circular

The goal is to tell a story or provide enough
information so that the point “speaks for
itself.” Typically, a great deal of information
is included, allowing the listener to reach the
conclusion of his or her own.

Indirect

The purpose is to bring up a point or respond
to an issue, while preserving face and
maintaining positive feelings. The goal of
harmony in relationships is higher priority
than exactness and speed in communicating.

Person-centered

Communication is a vehicle for building
personal relationships. Verbal and nonverbal
communication have the power to enhance or
damage these relationships because meaning
and message are often closely integrated with
identities of communicators.

Idea-focused

Communication around ideas involving
critical thinking or passionate discussion is
essential for showing commitment to the ideas
and to the people involved. Lively debate
between friends, family, or co-workers is
satisfying and can positively impact
relationships.

Source. Saphiere et al. (2005, p. 18)

